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SUMMARY
FURTHER EDUCATION TEACHERS AND YOUTH WORKERS
This thesis examines the .relationship which exists between the content 
of courses of study which lead to professional qualifications in 
Further Education Teaching and Youth Work and the relevance of that study 
to professional practices.
Because of the changing nature of the work of Further Education colleges 
and Youth Work, brought about by the economic and social changes taking 
place in Britain in the 1970s, consideration is given to the possibility 
that elements of study or practice for one profession can be of use to 
practitioners of the other.
An examination is also made of respondents* reactions to a variety of 
techniques regularly used by educationists and contrasts these replies 
with data about preferred forms of working. — —
Two forms of questionnaire are used to collect data from Further Education 
Teachers, Youth Workers and Further Education Students while additional 
oral evidence obtained from a variety of respondents supplements the 
analysis of this data.
The research findings are compared with published material about both 
professions and the techniques they use. Some recommendations for 
curriculum change are made.
ACKNOWLEDGEMENTS
The writer acknowledges his indebtedness to his Supervisors in the 
Department of Educational Studies, University of Surrey, to his 
Colleagues in the Research Department, Garnett College and to the 
Respondents to the research and the many people who have given time 
to discussion and comment.
Special acknowledgements are give for the help and support of my 
Wife and Family.
CONTENTS
INTRODUCTION 
GLOSSARY 
CHAPTER I 
CHAPTER II 
CHAPTER III 
CHAPTER IV 
CHAPTER V
CHAPTER VI
CHAPTER VII
CHAPTER VIII
Background to the Research
Planning the Research
Analysis of Major Survey
Analysis of Cohort of Garnett Students
Analysis of responses to Questions 
eight and nine
An examination of some of the findings in 
this Research — Group Related Methods
An examination of some of the findings in 
this Research — Relationships with Young 
People
An examination of some of the findings in 
this Research — Programme Implementation
SUMMARY AND CONCLUSIONS
RECOMMENDATIONS
BIBLIOGRAPHY
ADDENDA
APPENDICES
page i 
page iv 
page 1 
page 29 
page 52 
page 79 
page 89
page 113
page 127
page 135
page 141 
page 151 
page 152 
page 161 
page 201
j.i'j inui;uux .l wim
In 1977 a number of debates on the scope and structure of Further
Education (FE), culminated in the publication of the report on the
'Training of Teachers for FE' by a sub—committee of the Advisory
Committee on the Supply and Training of Teachers (Haycocks report)(NATFHE 1978)
This report draws, attention to!three 'main areas of concern.
i Training and Induction requirements for pre-service and 
in-service Teachers 
ii Theoretical content of pre-service and in-service courses
iii The provision of professional tutors in colleges of FE
In particular, the report is very concerned with the needs of those 
Teachers who enter employment without formal training (a possibility in 
further and higher education) and with the provisions required to meet 
those needs. The Haycocks report made specific recommendations that 
curricula changes and the provision of professional support should be 
achieved by 1981.
The researcher was a member of the staff of Garnett College of Education 
(-Technical) at the time. The college was one of four such institutions.. 
established to-train Teachers for the FE sector of Education. It was 
recognised by the staff of this college (as well as by the staff of the 
other three) that any variation in FE Teacher education would take place 
against a background of varied and rapid changes in the FE colleges 
themselves. This would be brought about by the new courses being 
established by the Technician Education Council (TEC), the Business 
Education Council (BEC) and the Manpower Service Commission (MSC).
In the Inner London Education Authority in particular, advances were 
being made in FE college provision for those over the age of sixteen 
who were classified as 'educationally disadvantaged*.
Students who enrolled for TEC and BEC courses were similar to those 
people who had previously studied for the Higher National Certificate 
and the Higher National Diploma. Those who were labelled 'disadvantaged* 
were a new phenomena. In the main, they were students with no recognizable 
qualifications on which they could build and who had to be inducted into 
ways of study which might bring educational reward where previously their 
studies had produced no results. It was in this area of teaching that the 
researcher's interests were concentrated.
FE Teachers who were given the responsibilty of preparing syllabi for 
the educationally disadvanteged as well as providing them with the 
motivation to learn, stated that there was little theory or practice to 
which they could turn for help. Before becoming a teacher, the researcher 
had been a Youth and Community Worker in South Wales and a Youth Officer 
in inner London and had been involved in the education and training of 
part-time Youth Workers and believed that there were elements in Youth 
Work training and practice that might help these FE Teachers.
There were two reasons for this supposition. The first was based on the 
nature and history of the Youth Service the second on the observation of 
happenings in the 1950s.
Before the middle of the previous century, Youth Workers had sought to 
help young people to use their leisure-time for the pursuit of 'worthwhile 
activities* and further educational studies. Many of the thousands of _ 
such young people were educationally and socially disadvantaged. They 
found in the voluntary association of the Youth organisations and the 
various programmes offered them, the means of achieving new interests 
and standards of proficiency not previously realised. The development of 
this Service resulted in the growth of a profession with its own forms 
of education and training and with its own particular way of working.
Youth Workers pride themselves on the informality of their approach to 
young people.
In the 1950s, when the school leaving age was raised to fifteen years 
of age, many school Teachers who had experience as part-time Youth Workers, 
used their knowledge of Youth Work practice and programmes to create 
syllabi for 'the extra year* especially in Secondary Modern Schools.
The researcher was of the opinion that a similar transfer to the FE 
college of methods used by * Youth and Community Workers would benefit 
the Teacher and students and that the inclusion of some Youth Worker 
techniques into FE Teacher training was essential. This enquiry seeks to 
show that there is more than a supposition for the basis of such an 
opinion.
It was also recognised from personal experience and preliminary reading, 
that FE Teaching and Youth Work sprang from a common root—stock as 
illustrated in the examination of the background to the research 
(Chapter I) and that investigations may also uncover practices in FE 
Teaching which would benefit the Youth-Worker. Therefore, using a sample 
of FE Teachers and Youth Workers as respondents, this dissertation asks 
and seeks to answer the following questions:
having relevance at the time of study
What parts of a course of study have value in practice
What techniques or stimuli are most frequently used by 
respondents in their work
To which techniques or stimuli do they personally respond 
when in a learning situation
What form of professional support was available in their 
first appointment
From the information obtained from FE Teachers, Youth Workers and 
students who participated, it will be shown that certain practical 
skills are valued above others and that these could make a significant 
contribution to the training course from which they are absent at the 
moment.-It also becomes evident that time and effort is spent by trainers 
in putting forward ideas in a form that has no apparent short or long 
term advantage for the trainee.
The researcher has had to resist the temptation to explore avenues of 
interest which would detract from the main thrust of the research. In 
the main.these have been connected with possible differences of 
perspective resulting from gender differences and the generally low 
eyaluation given by respondents to theoretical studies. While the data 
existed in the research findings to pusue the former, the latter area 
would have required a new questionnaire and the obtaining of a sample of 
respondents from a variety ofeducational'institutions.
N.B.
Throughout this document, the pronouns she and he are used to mean 
'she* or 'he* or 'she and he' as the text requires.
BEC Business Education Council
Buzz Groups see page 122
Case Studies see page 123
COS Charity Organisation Society
PE Further Education
FEU Further Education Unit (Department of Education & Science)
Ice Breaker see page 123
Likert Scale see page 48
MSC Manpower Services Commission
Role Play see page 122
Simulation see page 122
SOD Shorter Oxford Dictionary
Syndicate Small group activity usually associated with business 
studies exercises
TEC Technicians Education Council .
YSIC Youth Service Information Centre
CHAPTER I
BACKGROUND TO THE RESEARCH
In 1979 was "becoming evident that Colleges for Further Education 
would have to provide an increasing number of courses for students of 
low educational attainment. As unemployment in Britain began to rise, 
the opportunities for employment for such people decreased dramatically. 
Their inability to read, write and calculate was a hindrance to their 
obtaining even the most mundane jobs. Courses for the underachiever 
emerged under a bewildering array of titles.
The attendance of students with no educational attainment was a new 
experience for most teachers in Further Education Colleges. The teachers 
soon recognised that traditional methods of instruction employed on 
craft and similar courses could not be used in the teaching of these 
students. New methods were required.
The researcher considered that it might be possible to find in the 
techniques employed by Youth and Community Workers - a profession long 
used to working-with the educational drop-out - some indicators that 
would assist the FE Teacher. The published works of Dr.F.W.Milson and 
of Dr.L.Button based on their research in this field, indicated that 
some useful comparisons might be made between the curricula of training 
given to FE Teachers and Youth and Community Workers that would be 
mutually helpful.
Youth Workers have long been aware of the problems now facing the FE 
Teacher. The Youth Advisory Council report of 1945 stated:
"Whilst we recognise, and indeed assert, that the Youth 
Service is part of the educational service of this country, 
we cannot help feeling that it has been and still is 
preoccupied with filling the gaps left by an inadequate 
national system of full-time education,”
Youth Workers have frequently asserted that the truths contained in 
this quotation have not had the influence on Education Authorities 
that their gravity demands.
The needs of many young people of post compulsory school age conspire 
therefore to link the FE Teacher and the Youth Worker in a way neither 
profession could have anticipated. This is not the first time in recent 
history that public concern about the effectiveness of the FE Teacher 
and the Youth Worker have coincided,'
In 1944 "the Government of the day saw that there were going to he 
problems that would affect the education and leisure pursuits of 
young people after the war. There would be a shortage of Teachers 
and Youth Workers who' would need to be trained to meet the demand.
It is significant that one committee, McNair 1944* was asked to 
examine both problems as if they were the same and interrelated.
The members of the committee however, did not recognise that Teaching 
and Youth Leadership had equal historicity and experience. They 
wrote:
'The country has had a hundred years of experience of 
teachers and schools and there are many things about them 
which are the fit subject for specific and drastic 
recommendation. It is otherwise with the Youth Service 
and we make no apology for dealing with them in a more 
experimental way and confining ourselves, even more 
than the rest of our report to broad principles.*
(McNair ,’319)
✓
The YMCA, one of the major youth organisations of the day, celebrated 
its centenary in the year that the McNair report was published. Thus 
the Youth Service, though not called this at the time, had had at least 
twenty-six . years experience when the first Education Act was passed. 
Milson (1970) argues that if the Education Service has roots in 
antiquity, so does the Youth Service. In particular he states:
'People often talk as though the Youth Service has only 
a short history. They see it as beginning in this country 
with the issue of circular i486 in November 1939*f 
It was suspicion of the intentions of the Board of Education in the 
publication of circular i486 that would have led representatives of 
the various voluntary Youth Organisations to present the kind of 
evidence to the McNair committee they did. They would have drawn 
attention to the compulsory attendance at school and the voluntary 
nature of the Youth Service. For many, even the term 'Youth Service' 
would have been abhorent because it suggested a 'State' service 
redolent with restrictions and direction, reflective of the Hitler 
Youth Movement. Youth Workers stated that their aims and methods were 
different from those of Teachers and that they 'grew* into their role 
rather than being trained for it. If training was to be instituted, 
it would have been argued, then it must be different from that given 
to teachers.
In practice, the recommendations 01 the McNair report contained a 
typically British provision. There should be an extension of Teacher 
Training Colleges, there should be training courses for Youth Leaders 
and some Training Colleges were encouraged to include Youth Leader 
training options for their teachers but there were no suggestions for 
integrated courses.
When the McNair committee looked in detail at the recruitment and 
training of Teachers for Technical Colleges it had this to say:
'Technical education in this country has never received 
the attention it deserves, and there has hitherto been 
no systematic provision for the recruitment or training 
of technical teachers.* (McNair 381)
Further:
'Our ideas of social organisation, of standards of living, 
of what is beautiful or desirable, of amenities, . 
occupations, amusements and a host of other things, are 
affected by the day to day application of technology to 
human affairs. We reject any crude antithesis between 
technical and vocational education on the one hand and 
liberal education on the other. The good technical teacher 
is no mere technician; he is also the interpreter of the 
modern world.* (McNair 382)
The McNair report recommended that the training of the Technical Teacher 
should be part—time and said in particular:
'The training of technical teachers has much in common with 
the training of other types of teacher.••.••••.the scope 
of the training of individual teachers must not be limited 
merely to an understanding of what is the common need of all. 
The relationship which knowledge or training in a teacher's 
own particular field bears to education as a whole must be 
studied and techniques peculiar to the presentation of his 
own subject must be discovered and practiced.
'Moreover the technical teacher has (two) other special 
needs. In the first place he is frequently teaching people 
who are earning their living, many of whom are attending his 
classes voluntarily and who have some definite purpose of 
their own in doing so. It is important therefore that he
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semi-independent adolescents and of the adult student,
and should know something of their social background
and of their working conditions * (McNair 435 & 436)
The post-hoc observer wonders why the committee having approved the 
above could not see its relevance — at least in part — to the 
circumstances in which the Youth Leader worked and therefore to his 
training. This is further emphasised when one looks at the recommend­
ations for the Youth Leader's syllabus and compares them with that 
recommended for the Technical Teacher.
Youth Leader Syllabus:
*(a) have achieved, as a personal accomplishment, a 
fairly high standard in some field of knowledge 
or in some craft of his own choosing;
(b) have aquired a good working knowledge of national 
and local government, social and industrial
~ conditions and the social services with some
reference to their historical development;
(c) possess some understanding of the psychology of 
young people in relation to their personal health, 
their fellows of both sexes, their homes and their 
working conditions, and in relation to adults and 
society at large;
(d) have developed a genuine interest in, and enjoyment 
of one or more of the many activities in which 
young people freely engage, such as music, drama, 
crafts of all kinds, gymnastics, boxing, games
and so on;
(e) have had practical experience, if only as an 
apprentice during training, of actual work with 
young people, including what is involved in the 
organisation and business management of groups, 
clubs or institutions.* (McNair 440)
* A Education: basic general principles; organisation and 
administration of the system of education, and the 
relation of technical to other.,forms of education.
B Teaching: principles of class teaching and the techniques 
of teaching particular groups of subjects.
C Students: their interests, range of capacity, social 
environment, working conditions and general outlook.
D Industrial and commercial contacts.' (McNair 440)
Apart from a requirement to ■*spell—out' the syllabus of the Youth Leader, 
the McNair committee identified as common aims the possesion of 
industrial or commercial experience, the acquisition of administrative 
skills and a knowledge of national institutions; an understanding of the 
social and psychological pressures on young people and an awareness 
of their needs and expectations. The committee also required both to 
acquire skills in the practice of an interest that could be communicated 
to others. The only difference exists in what are perceived as class­
room skills as opposed to club skills.
Since the publication of the McNair report and the 1944 Education Act 
which incorporated xts findings, there have been changes in the industrial 
development of the country, in the age of leaving school, in the nature 
and quality of secondary education and in the leisure-time pursuits of 
the adolescent and adult population of the country. In 19&3, in addition 
to mass unemployment, we have large ethnic communities congregating in 
inner cities which create problems for the formal and informal infra­
structures. The emergence of the feminist movement with its demands 'for 
equal opportunities for women has also brought about changes in educational 
curricula. The education and training of Teachers and Youth Workers 
has had to be the subject of debate and re-planning.
The development of a philosophy of Youth Work Training:
When the various youth organisations which currently constitute the 
Youth Service were growing into the nationally recognisable 
institutions of today during the latter years of the last century and 
the first forty years of the present century, their philosophy was 
clearly defined and unambiguously stated. All activity, all organisation 
all development, all recruitment of leaders, helpers and managers was
directed to the advancement of Christian principles and the development 
of character in the lives of individuals. Statements of purpose are 
typified in the YMCA Paris declaration of 18552
'The Young Men's Christian Associations seek to unite those 
young men who, regarding Jesus Christ as their God and 
Saviour according to the Holy Scriptures, desire to be His 
disciples in their doctrine and in their life, and to 
associate their efforts for the extension of His kingdom 
among young men,' (Hodder Williams 1906)
Such basis for association led people like Sir Arthur Yapp, national 
secretary of the YMCA at the time of the 1914-’W 8  war, to write the 
following appeal to young men:
' I often wish that others could realise the possibilities 
of the YMCA secretariat as a career. There are many young 
men of education and ability who feel drawn to dedicate 
their lives to Christian service; but they doubt if they 
are cut out for the office of a minister, and they see no 
other opening which provides free scope for the gifts they 
possess — business capacity, organising power, personality 
and leadership. For such men an organisation like the YMCA 
with its comprehensive programme, its splendid buildings, 
its ever open door, its interdenominational and inter­
racial outlook, presents a unique opportunity.' (Yapp 1927) 
Equal emphasis was given to this sense of Christian purpose in the 
activities and general objectives of the Girls* clubs of the country. 
Brodigan (1929) writing on behalf of the YWCA and others states:
♦The ideal club, without attempting to give all to its 
members, without entering into competition with a girl's 
home or her business or her boy friends, should help to 
supply whatever is lacking and enable her to see a meaning 
in her life as a whole. So long as homes are overcrowded, as 
long as boys and girls leave school and become wage earners 
at fourteen and fifteen, so long at any rate will clubs, as 
a youth movement, be needed. The club programme should be 
evolved in such a way that all the club activities, social 
and educational, co-operate in the building up of character 
and in the making of a complete and really balanced 
personality. This will include opportunities for training in 
self government and self discipline, and in the service for 
others, outside the club as well as within.*
during the 1939 “ 1945 war, will remember the influence of such thinking 
and activity as practitioners turned organisational ideals into real and 
meaningful programmes. Phrases such as 'plugging educational gaps' and 
'keeping youngsters off the streets* also littered the speeches and 
published material of the time (Milson 1970, Wall 1977)* It is argued by 
some that the pioneers were not as altruistic as their history suggests 
and were just another arm of the establishment to maintain the 'status quo* 
(Milson 1970). A perceptive view of the time is given by Macalister-Brew (1 
'It is true that much'of the work was often tinged with 
patronage and flavoured with a kind of piety which is 
distasteful today, but that it made incalculable contributions 
to the lives of many young people in an age when few cared 
for them is indisputable and should not lightly be dismissed.*
This general philosophy led to a particular image of the person most 
suitable to be employed as a leader in these organisations and of the 
training most suitable for their work. Organisations like the Scouts 
and Guides expected their grass-roots leaders to 'rise through the ranks', 
though they were not averse to recruiting local people who had social 
position and a reputation for good works and organising ability, to fill 
the top jobs. The YMCA and the YWCA had their own training centres where 
they recruited mature people who were Christians. The Boys' Clubs Movement 
also had their own training establishments. The general attitude to 
training needs before the 1939 “ 1945 war is summed up in the following 
extract, which would have had the general approval of both workers and 
members of management committees:
'In preparation for leadership in a club she should first 
learn to understand the conditions of the life of the people 
amongst whom she is going to live. A good plan is to begin by 
'care* and 'after care* work for the schools or by visiting 
for the C.O.S.; ]charity Organisation Society) in either of 
these, by frequent visits to the same family, the future club 
leader gets a chance of really knowing people. An elementary 
course in economics and industrial conditions is also 
necessary. If after her care committee or COS training, she 
can put in some time at Welfare work in a factory she will 
always be glad of the experience, especially if her work is to 
be amongst industrial girls for then she will understand the 
background of their life with its difficulties. A course of
psychology is also essential, but the student must be 
constantly bringing the fact of real life to bear on the 
theories and never work from theory alone. Before undertaking 
the leadership of a club she should get some training in 
office routine, so that she may understand book-keeping and 
how to write up the various account books and registers — 
accuracy in these being most important. A certain knowledge 
of catering is useful too, as also proficiency in some 
handicraft.1 (Brodigan 1929)
To mix theory and practice has long been recognised as an ideal method of 
vocational preparation. But the outline above demonstrates a serious lack 
of planning, mixes the banal with serious study and nowhere expands the 
ideas presented except in some trivial activity. Published material on 
the training needs of the Youth Service up to and including the 1939—
194-5 war, stress the importance of good programme planning as the 'core* 
of club and organisation activity. This is reflected in the outline 
syllabus contained in the McNair report previously mentioned. The McNair 
report in its general comments drew attention to three matters which it 
recognised as being controversial and on which conflicting and divergent 
views were conscientiously held, namely religion, politics and sex, in 
which the committee felt Youth Leaders should be properly and thoroughly 
trained. The McNair report emphasises the point that future leaders must 
be of a particular personality (without fully saying what) and must 
undergo sensitivity training so that they might have the necessary skills 
and perspicacity to deal with the personal needs of young people. This 
demonstrates the fact that the people who wrote the part of the report 
dealing with the Youth Service were inevitably influenced by the Youth 
Leadership philosophy expressed during the previous one hundred years.
When the National College for the training of Youth Leaders was 
established in 1961 following the publication of the Albermarle Report, the 
aims of the course were being expressed in the following terms:
'The course is designed to foster the knowledge, skill 
and understanding which the professional youth worker 
needs to enable young people to enlarge their 
opportunities and take the fullest possible responsibility 
for their social life and leisure activities in clubs 
or some other groupings.* (Watkins)
In his preface to the report on the work of the National College 
( YSIC report No.4), Watkins restates the belief that the Youth Worker
needs to understand the structure of the Youth Service, how to help . 
young people to use
'the experience of group membership', 
to purposefully use his relationships with young people and to be an . 
effective and efficient leader of adults. These reflections and purposes 
mirror some of the sentiments of the past and while they assume that young 
people will still meet in traditional buildings and groupings run by 
organisations which still maintained their original purposes, they also 
take account of the fact that young people were increasingly meeting in 
places other than youth clubs.
Between 1950 and- 1960, new attitudes to religion, politics and sex had 
emerged in society and these were reflected in the behaviour and beliefs 
of young people. (Keeble 1965* Milson 1970) Adolescents were no longer 
interested in the morality of their elders, believing that it had 
been discredited by the war and its aftermath. It was also the time of. 
the emergence of the 'protest movements', the new music and the 
conflicts of the ’mods and rockers' (Milson 1966), The decade of the 
1950s is seen by Youth Workers as the 'time in the Wilderness’, very 
few Youth Workers were trained during this time and morale was low 
(Milson 1970), It took the publication of the government report 'Youth 
Service in England and Wales' in i960 (The Albemarle report) to inject 
new vitality into the service and to expedite the training of more 
Youth Workers with the creation of the National Youth College mentioned 
above.
By the time the first leaders to be trained at this college were 
seeking.their first posts, the world of the Youth Worker had changed 
dramatically. In the large urban areas the phenomenon of drug taking 
was evident, the increase in black immigration was making itself felt 
through racial tensions and expressions of prejudice, and young people 
had abandoned the youth clubs for coffee bars, discos and street 
corners. Well established Youth Workers as well as the newly 
qualified were having to find new ways of relating to young people, 
as well as creating new ways of meeting them in their new places of 
assembly.
The various tensions which affected the operation of the Youth Service, 
the people employed by it, who used it or who supported it can be 
illustrated in the diagram given below. (Figure 1)
HARMONY
Young People with 
traditional needs 
(activities etc.)
Youth Worker with 
traditional views 
of role.
People in society 
with traditional 
values.
CONFLICT
Young people with 
new needs 
(social problems).
People in society 
with perceptions 
of new needs.
Youth Worker with 
new ideas of role 
but not necessarily 
having right training.
- HARMONY
Figure 1
It can be seen from this model that some combinations would tend to 
operate in harmony if brought together, while others would tend to be 
areas of conflict and tension. One of the most difficult developments 
for Youth Workers was that occasioned by the mobility of young people 
which frequently caused an influx to their area of operation,large 
numbers of youths who exhibited new manifestations of old social 
problems. Many Youth Workers found themselves unprepared and ill
equipped to deal with the phenomenon, however much they were in 
sympathy with the young people in need. Because of this radical change in 
the needs of many young people and in the consequent change in their 
perceived role by many Youth Workers, new demands were made for a change 
in the purpose of the Youth Service and in the training of Youth Workers.
The debate in the Youth Service about curriculum has always been complicated 
by the fact that at anyone time, practitioners not only have to take 
account of the elements contained in the model above (Figure 1) but of 
the framework in which the model is set; not only of the influences that 
bear on it locally and nationally, but of the statutory and voluntary 
views and vested interests which can control the ethos and the purse- 
strings of the provision. It is further complicated by the experience 
of the various people who occupy different positions within the model 
and who wish to make generalised statements from an evaluation of the 
particular.
From an examination of the occasional papers issued by the National 
Youth Bureau in which the debate on purpose and training has recently 
been focused, one can summarise the different viewpoints as follows:
A The Youth Service should only provide leisure-time facilities for 
young people where they can pursue recreational activities in a 
congenial atmosphere in which social education in the widest sense 
was an unplanned 1 spin—off1.
B The Youth Service should follow a policy of positive intervention 
in the lives of young people so that it may provide an opportunity 
for them to follow a programme of personal development based upon 
an awareness of the needs of the body, mind and spirit made 
manifest in activities that had a spiritual, educational, physical 
and recreational content.
C The Youth Service should follow a policy of positive intervention 
to enable deprived and discriminated—against young people to become 
politically active so that they may exploit to their and others 
advantage the various institutions and provisions of society.
D The Youth Service should become a social agency which sought to 
aleviate the problems of individual young people such as the drug 
taker, the homosexual, the drop-out etc.
-that in 1965 JR.W.J.Keeble published his hook *A Life Full Of Meaning1 
sub-titled:* Some suggestions and some material for the future training 
of Youth Leaders.1 It was the first in over a decade to concentrate on 
the content of training and focused attention on techniques that had 
begun to be used by Youth Workers in the changing circumstances 
previously described.
All writers on the Youth Service acknowledge the debt they owe to past 
practitioners. Keeble was no exception. But he drew attention to the fact 
that many organisations were still using the practices of the past.
’It is interesting to reflect that organisations which are 
operating today in conditions far different from those of 
their founders are basically still using the same methods. 
Still some of their leaders feel no need even for 
reappraisal: others make a partial and reluctant adaptation 
only when it is forced on them. All are being overtaken by 
circumstances they could not have foreseen when their 
present aims and methods settled into a definite form.
The thoughtful leader will . ask himself time-and again'how 
far these organisations do truly possess an original 
- ' reality from which there is no need to depart, and how far
their first discoveries now need to be made again. In such 
times as these, training-for youth work must not merely follow 
change to the extent that seems desirable (or inevitable): 
it must surely initiate its own change when it chooses to 
do so.1 (Keeble 1965 )
Change in the Youth Service and in Youth Leadership practices is a 
dominant idea in Keeble*s writing:
*If training is to make good people better in any significant 
way, it is directed towards change — but are the implications 
of this aim sufficiently followed through? It is commonly 
accepted that training is for people who wish to improve 
their own competence, but the change is not simply an 
increase of skill, even when considered only in terms of 
techniques. The very process of acquiring a technique 
implies an invisible as well as a visible change in the 
person receiving it: the use of that technique must bring 
about changes in the persons on whom or with whom it is 
practiced.* (Keeble 1965)-
Keeble*s desire for change stems from his perception of the quality 
of training previously given:
*In the past, ’’training" has been so limited, so casual, 
so seldom scruitinised in relation to its results as to 
raise serious doubts about its value. There are all sorts of
reasons why this has been so: our job is to see that they
obtain no longer.* (Keeble 19^5)
One of the people responsible for the introduction of change in the
training of Youth Workers at this time was Dr.T.R.Batten of the
University of London Institute of Education.
*It was fortunate that Dr.Batten was involved in Youth 
Service during this period: he brought a special 
contribution from his long experience of training social 
workers for developing countries: for the most part, his 
stress on non-directive approaches were taken up enthusi­
astically by the ’trainers* in Youth Service.* (Milson 1970) 
Keeble also acknowledged the debt of the Youth Service to Dr.Batten and 
credits him with the ability to re—focus the attention of leaders on 
the writings of Kurt Lewin into the nature of leadership. The importance 
of the group in decision making processes and the means by which it arrived 
at it decisions was a cornerstone of Batten’s thesis. Keeble was aware 
however that many leaders saw the emphasis on group work as the new 
’passing fancy* and gave as a title to one of his chapters ’’Wot Group 
Work Again ?”
But the new emphasis on ’social group work* and Batten’s ’non-directive 
approach’ (Batten 1967) had many supporters. Keeble was adamant that 
changes in technique do not mean changes in aims and objectives. His 
chapter entitled ’Too small by half* outlines the argument that young 
people need the presence of mature adults who know where their own 
beliefs originate and who can help adolescents develop their own 
’philosophy for action* based upon trust and mutual respect.
Keeble’s book did not have the impact on training that many hoped, 
except in those agencies where the ’spiritual development’ of their 
members was still a prime objective and not a dead statement that 
enabled them to retain their membership of the Standing Conference of 
National Voluntary Youth Organisations. Books of this nature were 
sneered at in professional circles (Milson 1970)*His views were overtaken 
by event s.
Following a recommendation of the Albemarle Report, the Government 
instituted the Youth Service Development Council. Membership of the 
Council was given to people who were the leading theorists and 
practitioners in the Service of Youth. Benefitting from the findings 
of the Albemarle committee and of those of the Bessey committee (1962), 
and the experience gained at the National Youth College plus their own 
joint experience and expertise, the members of the Council published 
a report in 1969 entitled "Youth and Community Work in the 70s".
Known as the Milson-Fairbairn report (m/f ) it was wide-ranging in its 
survey and its analysis. Reference will only be made here to its 
recommendations on training for Youth and Community Work.
The Development Council recognised the complex nature of the training 
needed for Youth and Community Work and of the desirability of 
integrating it with the education and training of Teachers. The failure 
of the McNair committee to recognise the value of joint training 
referred to earlier, was being rectified twentyfive years later. The 
Council also-developed the idea that training for Youth Work should 
not be an end in itself, but the means to gain entry to other related 
professions. Apart from recommending that the new course should be two 
years in duration, the Council members had limited observations to 
make on curricula.
’The content of future training courses will be a matter 
for individual training agencies to consider in
consultation with other parties in training...... We are
anxious not to trespass on the proper functions of the 
individual colleges which will include training for youth 
and community work among their courses (m/F para 344)
By stating their concept of Youth and Community Work in the following
terms, the Development Council believed that it was pointing the way
for a new initiative.
’The primary goal of youth work is the social education 
of young people. Such a definition is not unimportant 
since, as we have seen, the aim changes as society changes. 
We are not so much concerned today as in the past with 
basic education, or with economic needs, or with the 
communication of an agreed belief or value system; but we 
are concerned to help young people to create their place in 
a changing society and it is their critical involvement in
their community which is the goal. For a long time, youth
workers have been happy to quote Lord Redcliffe-Maud’s 
well-known statement of the aims of their work: "to 
offer individual young people in their leisure time 
opportunities of various kinds, complementary to those 
of home, formal education and work, to discover and 
develop their personal resources of body, mind and spirit 
and thus the better to equip themselves to live the life 
of mature, creative and responsible members of a free 
society." This definition has not spent its force but it 
needs to be given fresh interpretations and emphases in 
the light of contemporary society.’ (m/f para 152)
The Council’s perception of contemporary society led it to decide that 
a new concept (for the Youth Service) of ’community development’ should 
be an integral part of the work of a Youth Leader.
’Since we are advocating community development, we are 
advocating a development towards situations in which, 
public organisations become more responsive to the 
varying needs and views of those whom they affect. And 
since we see education being used to further this devel- 
~ opment, then the statutory educational organisation will
have to be responsive, not only in justice, but essentially 
otherwise the whole movement is soured. We would echo the 
Seebohm Committee recognition that "there is certainly a 
difficult link to be forged between the concept of popular 
participation and traditional representative democracy."
We regard the forging of that link as essential and urgent 
especially for the education service.* (m/F para 174)
’It follows also from our principle of community develop­
ment that the youth worker must engage, not only with 
young men and women who are committed to membership of a 
unit, but also with them in their membership of the 
communities within industry and commerce, in commercial 
provision and within the colleges of further education.
The youth worker’s aim should be to help young adults in 
these community situations to find satisfying outlets for
their interests and energies; to help them resolve any 
problems and to help them to relate positively to others.1
(m/f para 347)
Statements of this nature in the report led to divergent thinking about 
the role and purpose of the Youth Worker which, had consequences not 
only for the worker in situ but for the designers of the curricula 
mentioned above.
Counselling as part of the duties of a Youth Worker was mentioned 
almost as a footnote (para 348) "but featured as part of the Council’s 
summary:
’In summary therefore, there seem to us to be three 
different kinds of youth work for the future:
(a) work with membership units;
(b) work with those who are not members of units, eg 
in industrial or commercial situations;
(c) consultative counselling.
(m/f para 349)
’In essence, therefore, the training courses need to be so 
constructed as to do three main jobs, though we recognise 
this is an over-simplification. The first is that of 
enabling the student to learn the principles and practice 
of youth and community work ( including the elements of 
counselling, group work and community development ) and 
to aquire the understanding, attitudes and skill necessary 
for a range of practical situations. The second is to offer 
relevant studies on as wide a front as possible of man and 
society. The areas covered by these studies need to include 
human growth and behaviour, social and moral philosophy, 
sociology and social history, the nature of the educational 
system and the part of other social services ( with some 
introduction to theories, problems and achievements of 
recent years in these fields, and some reference to areas 
of controversy and a beginning of a study of future needs 
and development ). The third job for the courses is to see 
to the student’s own continued education and enrichment, 
through the pursuit of general studies and the development 
of particular interests; he or she needs opportunities not 
only for widening horizons but also for the acquisition of
expertise m  a cnosen suoject or activity. ±n several 
respects, there is common ground between training of this 
kind and the established courses for the training of 
teachers and those for social workers....1 (m/F para 351)
Dr.Milson adds a subscript when writing his own book’"Youth Work in 
the 70s
7The content of the course must take account of the need for 
the worker to be involved with youth in the community, and 
not just in the youth organisations. Special attention should 
be devoted to counselling skills, but as there are many 
aspects of the role, there should be the opportunity to 
specialize in one or two of the skills. Inter—professional 
links with other educationists and social workers must be 
encouraged at every level: and opportunities provided to 
transfer to other related roles, with further training, 
after a period in youth and community work. (Milson 1970)
In writing this, Milson gives his personal support to the ideas presented 
by the Development Council. He also states that there is no panacea for 
Youth Work ~in this country, but he believes that the Council in its 
report has pointed in the right direction towards an up-to-date, adequate 
and relevant service.
v The development of a philosophy of Technical Teacher Training
When the McNair committee considered the recruitment and training for 
Technical Teachers, it made this comment:
*Very limited facilities are at present available for 
training of the kind we have in mind, and the conditions 
and the problems peculiar to this range of teaching have 
not been the subject of any systematic and comprehensive 
investigation. There is no generally accepted body of 
doctrine on the training of technical teachers, nor on the 
best methods of teaching some of the many subjects to the 
diverse types of students found in many technical colleges 
and schools.1 (McNair 437)
When members of the McNair committee give suggestions for a syllabus for 
training Technical Teachers therefore, they base their recommendations 
on what had become accepted practice for the training of teachers for 
schools. One of the most recent documents available to them was that 
prepared by a committee of HMIs in 1937* They suggested that a suitable 
programme for teacher education should consist of:
I Principles of Education & Teaching Method 
II (a) Hygiene and (b) The Elements of Physical 
Training
III English Language and Arithmetic
B Group and Special Courses
I Humanities - the study of human affairs in their 
various aspects, eg literary, historical and 
geographical 
II Modern Languages 
III The Sciences, either (a) General (b) Rural with 
Gardening
IV Either (a) Arts and Crafts or (b) Music
V Additional Physical Training
VI Art, Handwork, Music and Nature Study for
intending teachers of younger children.1
(Niblett 1975)
It was recommended that students should take all three parts of *Af and 
select two from *B’. It is recognised that this was a suggested scheme for 
the training of .’Elementary School Teachers* but was the only area in 
which any ideas about the training of teachers had been developed over 
the preceding 150 years.
Educational facilities had been pioneered by Christian philanthropists 
like the 7 ^  Earl of Shaftesbury (1801 - 1885)•
*For almost 40 years he was president of the Ragged School 
Union. He was also one of the principal founders of 
reformatory and refuge unions, Young Men’s Christian 
Associations and Workingmen’s Institutes.’ (Briggs 19^7)
He is mentioned here to demonstrate the fact that the Educational Service 
and the Youth Service grew out of the general activities of such people.
In a similar vein, if Milson (1970) states that
’..the beginnings of the Youth Service are lost in the mists 
of.antiquity and is almost as old as.human.society iself’, 
then similar claims for an Educational Service can equally, and perhaps, 
more legitimately be made. In an introductory address on the advantages of 
education, the editor of ’Youth’s Instructor’ published in Oxford in 1823,
draws attention to the antique nature of study:
’Man was not destined by his wise and beneficent Creator to 
remain long in a savage state: the principles of his nature 
incline him to social life; and in an improved state of 
society, which mutual intercourse gradually produces, the 
education of youth is viewed as an object of the greatest 
importance.’
After listing the objectives of some of the educational systems of 
ancient civilizations and extolling the virtues of what was seen as an . 
ideal curriculum for the time, the author states:
’To conclude; without the influence of education, all the 
blessings which civilization, the arts and sciences, -
philosophy, and above all, Christianity, confer on men, 
seem entirely lost.’
Philosophic as well as practical considerations influenced the development 
of educational institutions and, in time, the nature and duration of the 
training of those who were to teach in them. At the beginning of the 
nineteenth century England trailed her continental neighbours in the 
matter of popular education and it was slowly realised that this could 
only be remedied if the teachers of the people were educated. (Rich 1972)
The nature of education and of what passed for training were influenced 
by the interdenominational religious controversies of the time, as well 
as by the views of leading humanists.
Because the attention of educators in the nineteenth century was focused 
on the development of the schools system, the education of Teachers 
was also directed to meeting the needs of children. The majority of 
educational research programmes and original thinking has been subsequently 
directed to this end also.
The ’system* of teaching and the ’educational machines’ introduced at 
this time by Lancaster and Bell as the ’monitorial system* required no 
’educating of the teacher, or of making him an intelligent 
master of his craft through a theoretical and practical 
study of teaching; it was merely a question of ’’teaching 
the system”.’ (Rich 1972)
It is almost impossible to imagine that these early ’teachers’ were 
children of fourteen or fifteen years of age who had been.taught by 
rote.
Tne worK or jjavia stow ana J Kay-bliuttlewortn ^about 1840) in 
developing a new approach to the induction and training of teachers 
has been fully recognised by historians. Their provision in Glasgow 
and Battersea respectively led to the concept of the expository lesson 
as well as to the development of inductive techniques. But the period of 
the training was minimal (average six months) and the age of the teacher 
did not increase. Their system of the pupil or student teacher persisted 
into the twentieth ■ century despite the fact that it was highly 
criticised in the late nineteenth century* In his novel ’Hard Times* 
published in 1854» Charles Dickens presents a contemporary view of the 
teacher in his two characters Mr.Gradgrind and Mr.Choakumchild.
Mr Gradgrind expresses himself thus:
* Now what I want is facts. Teach these boys and girls nothing 
but facts. Facts alone are wanted for life. Plant nothing 
else, and root out everything else.*
Mr Choakumchild had been trained by this method —
*He and some one hundred and forty other schoolmasters, 
had been lately turned at the same time, in the same
factory, on the same principles, like so many pianoforte
legs. He had been put through an imense variety of paces, 
and had answered volumes of head—breaking questions.*
In quoting the above extracts from Dickens, Green and Birchenough (191T)
compare the descriptions with an extract from ’Emile* by Rousseau who "
writing in the eighteenth century stated:
’...make your pupil attentive to natural phenomena and you 
will make him curious; but in order to nourish his 
curiosity never be in haste to satisfy it. Ask questions 
that are within his comprehension, and leave him to resolve 
them. Let him know nothing because you have told him, but 
because he has comprehended it himself: he is not to learn 
science but to discover it.*
’We may disagree with Mr.Gradgrind*s view that a child grows 
by merely being told things without going to Rousseau’s 
opposite extreme.’ (Green & Birchenough 1926 
It is interesting that Rousseau is described as extreme in 1911 when the 
above was first written^when his views now form part of the literature 
of the phenomenological school of education. His views would have been 
orthodox practice for the children of B#F.Skinner’s utopian state 
described in ’Walden Two’ in 1945*
gathering momentum and ideas about the content and methods of training 
were being expressed.
’Derwent Coleridge shared with Kay-Shuttleworth the idea that 
the great and primary function of the training college was 
the giving of a culture to its students which included both 
religious and intellectual elements, but his (Coleridge) 
conception differed on one very important point. At Battersea 
little or no appeal was made to the students’ desire for 
self-advancement in the worldly sense, and •••••• the whole
of the life of the normal school was organised so as to 
reconcile them to a life of hard work and comparative 
penury. Coleridge did not belittle the importance of the 
’’missionary spirit” as a motive, but he thought that it was 
well also to appeal to ’’that keen sense and appreciation of 
social respectability, together with that energetic desire 
for social advancement, which unite to form at once the 
moving spring, the self-acting safety'valve and self- 
adjusting regulator, of the great machine which we call 
the British community.’” (Rich 1972)
While the Youth Service was developing its ’voluntary principle’,
Teaching was-becomming a ’professional’ occupation with
’the establishment of certificates for teachers, issued by 
the Government and carrying with them emoluments 
guaranteed from State funds.’ (Rich 1972)
Colleges established to train teachers were finding difficulty in 
devising curricula which would meet their future needs.Requests were being 
made for a limited syllabus which would guarantee that the teacher knew his 
subject well and had his mind trained by a
’sound scientific foundation’. (Rich 1972)
The grounding of educational theory in psychological practices was a 
long way in the future.
’Discipline was strict and great emphasis was laid upon 
morality. ... At times it seemed as though the training 
college authorities conceived of moral training as their 
chief business, the sordid occupation of training people to 
teach being a secondary consideration.’ (Rich 1972)
.for seventy seven years tne pupil teacner system establisnea by 
Kay—Shuttleworth and others changed little. Bright thirteen year old 
children were apprenticed to the headmaster for five years when the 
best of them who had passed the Queen’s Scholarship examination went on 
to a training college for two years. The first official review of teacher 
education took place in 1923 under the chairmanship of Lord Burnham.
There was dissent in their findings. The majority wanted training 
colleges to teach ’content and method’ but a minority view expressed the 
desirability for ’academic excellence’ to be attained before a student 
entered a course of teacher training. (Niblett et al 1975)
The minority group were only dissenting on procedure and of the five 
points they made, only one was concerned about the content of training: 
’The content of training college courses should be strictly 
professional, and based upon subject method rather than 
upon philosophic theory.* (Burnham 1923)
Some people were still concentrating upon the idea therefore that Teacher 
training should be strategy based rather than content based. One wonders 
how effective any system of training was at this time when one observes 
that the title of one chapter in the Board of Education ’Handbook for 
Teachers’, 1929 is ’Interest and Drudgery’. Part of the chapter reads: 
’Any system which led to the shirking of difficulties would 
certainly be disastrous, but there is no doubt that it is 
when the motive oil interest is present that the hardest 
work is done. It will probably be admitted that as a means 
of forming intellectual habits, drudgery, merely as such, is 
unprofitable. On the moral side it may produce a certain 
doggedness of character. But it will certainly cause 
distaste for intellectual pursuits. It may be argued that 
children should face drudgery from a sense of duty. This is 
a hard saying and subjects their incipient sense of duty to 
an unreasonable strain. Grown people will perform work 
involving drudgery from a sense of duty, but only when they 
are satisfied that it serves some useful purpose. More than 
this should not be required of children. They should be 
required to face drudgery too, but not until the teacher 
has done his best to help them to identify themselves with 
the end for which it must be undertaken.’
One could believe that if the idea of drudgery was an acceptable concept 
then teachers were given a licence not to try and make learning enjoyable 
It is a far cry from the ideas of Plato expressed in ’The Republic* when 
he enjoined educators:
■uu nuu ux'ctxn uujs uu xccULiixiig uj luixc ciiiu. iicix’fc>iiiicae; uui>
direct them to it by what amuses their minds, so that you 
may discover with accuracy the peculiar bent and genius 
of each.*
There is a degree of despair in the comments of the McNair committee 
members when they write:
’The purpose of the training colleges has always been the 
preparation of teachers for the elementary schools; and the 
trail of cheapness ..••• which has dogged the elementary 
schools has also cast its spell over the training colleges 
which prepare teachers for them. What is chiefly wrong 
with the majority of the training colleges is their poverty 
and all that flows from it.’ (para 34)
The McNair committee found no specific full-time courses available for 
the training of Technical teach.ers(see page 3)» The oral evidence 
contained in Addendum B (Jameson 1983) demonstrates the reality of the 
situation as many saw it. Jameson was given training by some of the 
leading educational exponents of the day - Nunn, Burt, Wilson — and 
yet he and his contemporaries were critical of the preparation which 
they received for Grammar school teaching; how inappropriate it must 
have been for Technical school teaching. It can be seen from Jameson’s 
evidence that the training of the Technical teacher was a spasmodic affair 
and was based upon the adaptation of personal experience by the trainer.
Such views are supported by Currie (1931) who wrote:
’Although the work of the Teacher in Technical Schools has 
its own problems which are distinct from those of the 
primary and secondary schools, the essential qualifications 
of a teacher as a teacher are the same in all cases.’
It is such views as these that would have influenced the training of 
men like Jameson and Jinkinson. They would have been urged to consider 
ideas like the following:
’Self-preservation or self assertion is displayed by all 
human beings right from the cradle to the grave, and it 
is the duty of the teacher to see that in school it is 
guided into the right channels, so that whilst the
rights of the
community are preserved, tne necessity of reasonable 
individual freedom is fully recognised. The Technical 
teacher should therefore respect the independent attitude 
of his students, and give every encouragement to individual 
and independent work in classroom, laboratory and workshop.1
(Currie 1931)
In addition to the writings and lectures of their professors listed above,
Jameson and his contemporaries would have been directed to works by
people like Herbart * whom Currie quotes when drawing his reader’s attention
to the value of inductive and deductive methods of teaching.
’Both methods have their place in teaching, and in most
lessons both methods should be used, but before laying
down any definite principles it will be helpful to consider
the well known Four Formal Steps of Herbart, the German
psychologist. These steps are Preparation of the students
to receive the new knowledge; Association, fitting in the new
to the old knowledge; Generalization, the joining of the old
and the new to form a new unit of knowledge; Application,
where the new knowledge is applied to various examples.’
(Currie 1931)
While Currie’s slim volume containing such excellent and practical help 
to the Teacher of technical subjects,was one of few such publications at 
the time, his summary in no way does justice to the educational work of 
Herbart and falls within the category of ’tips for the classroom’ mentioned 
by Jameson.
Jameson’s evidence is particularly important when one seeks to understand 
post-war Technical Teacher education. He describes the early influence and 
thought processes of course initiators. But five years after the 
introduction of special courses for the training of Technical Teachers,
H.R.Mills was still writing:
’A great many books have been written on the theory and
* Johann Friedrich Herbart (1776-1841) German philosopher, the founder of 
a system embracing logic, metaphysics and aesthetics but of particular 
importance for the psychology and for the educational theory stemming from it.
practice of teaching, but very little has appeared for 
instructors engaged in technical training, many of whom 
are brought face to face with a class of apprentices, 
without having had any previous experience in the art of 
training men.’ (Mills 1953)
It was this kind of experience that the McNair committee expected Technical 
Teachers to undergo when they suggested that the Teacher had a period 
of time in the classroom before undertaking training, (see page 3)*
Mills states that the trainer of technical skills gained information of 
benefit to him from war-time experience:
’A great deal of valuable practical experience was gained 
during the last war in the techniques of training, as large 
numbers of men had to be trained in new and complicated, 
technical skills in a short time.’(Mills 1953)
While much in Technical Education owes its development to urgent need,
Mills also recognises that theoretical studies have made increasing 
contributions to that development:
’During the past fifty years there have been great advances 
in methods of teaching technical subjects, partly through 
the ever increasing demand for more and more technical 
education, and partly through the contributions made by the 
study of applied psychology.’ (Mills 1953)
Prom the evidence presented therefore, it can be demonstrated that the 
curriculum for Technical or Further Education Teacher education has 
developed since the publication of the McNair report partly on the basis 
of what has always been in a syllabus for Teacher education, partly in 
response to need and partly in response to the theories of learning 
presented by philosophy, psychology and sociology.
As in the case of the Youth Service, various committees have examined the 
needs of Technical Education since 1944 and like the Youth Service 
reports, they tend to concentrate on structure, finance, attendance 
and buildings, rather than upon the content of training needed by the 
Teachers. During this time too, the term Technical education has been 
superceeded by that of Further Education.
In 1977 "the Advisory Committee on the Supply and Training of Teachers 
Sub Committee, reported on the Training of Teachers for Further Education. 
(The Haycock’s Report) This report had little to say about curriculum 
but a lot about structure. FE Teachers responded to the Haycocks report 
through a document published by their union NATFHE. This statement also 
had little to say about curriculum. Comment was made in the following 
generalised terms:
’The essential aspect of the curriculum must be its vocational
L/iictx'ct'w/ucr; uhxb anuuxu. aumeve a Daj.ance oeTween tneory 
and practice. The course must he oriented towards the 
achievement of professional competence, rather than merely 
the academic study of education. The basis for the main 
components of the course - practical skills, analytical 
skills and theory and educational technology — must be 
classroom experience and the ability to cope with rapidly 
changing curricular problems.’ (NATFHE 1978)
Prior to the publication of the Haycocks report, a committee of enquiry 
under the chairmanship of Lord James of Rusholme, (the James report 1972) 
had commented:
’All teachers need to be well educated professionals but the 
specific kind of preparation a teacher needs obviously 
depends upon the kind of school in which he plans to work, 
his specialism (if any) and the age and range of the children 
or youngpeople he intends to teach. Differences in the 
preparation for teaching do not necessarily, however, denote 
any difference in the rigour of the preparation or in the 
intellectual demands on those who undertake it. It is a
clear recommendation of this report that, given an
appropriate educational base, the professional training of 
all teachers should be the same in length and structure, 
however different in its emphases and the details of its 
content, and that preservice higher education and professional 
training for all school teachers should extend over atleast 
four years. The fact that all initial teacher training will 
lead to the same professional qualification must reduce'the 
divisiveness (between primary and secondary, graduate and 
non-graduate) which has bedevilled the teaching profession for 
so many years.’ (James 6.2)
The same report (para 6.14) makes the point that the arrangements for the
training of FE Teachers should be basically the same as that for other
teachers. Some slight acknowledgement is made of the peculiar nature of 
FE teaching but not in any way that suggests that the techniques employed 
should in any way differ from those of other teachers,While this could be 
seen as an attempt to obtain longer and better training for the FE Teacher
growth.
Commenting upon the James report, Willey and Madison(l972) are critical 
of some of the evidence presented to the Select Committee and in 
particular draw attention to attitudes to curriculum:
’No-one unequivocally defended the present content and 
pattern of the three year certificate training courses 
except a few persons currently involved as teachers in 
colleges of education. The National Association of 
Schoolmasters claimed that the whole basis was out of date, 
and the National Foundation for Educational Research suggested 
that there had been relatively little change in the 
curriculum of the colleges since the last war, despite the 
great change in the schools.’
There is no attempt however to examine curricula in detail, nor to 
suggest where the curricula debate should take place.
Appleton (1981)(Addendum D) demonstrates how one college of education 
has attempted to reduce the gap that can exist between its practice and 
the reality of the FE sector. This was achieved by keeping in touch with . 
colleges which had the same purpose, by interchanges with the University 
which validated its courses and by paying close attention to the needs 
of FE colleges. It is argued by some however, that this kind of exercise 
merely sends the same ideas round the circle without allowing for the 
injection of new thought. Appleton refutes by implication that this is 
the case and in particular by stating that:
’There have been discussions about whether there are general 
theories about education as opposed to separate disciplines 
in the theory of education which should be studied.’ 
Educationalists cannot engage in such a discussion without examining 
all the implications for the teacher in the classroom in the light of 
known and developing theory and practice. Appleton’s evidence illustrates 
how this has affected FE Teacher education as provided by one college of 
education.
Summary
From the evidence presented, it has been demonstrated that the concept 
Technical Teacher/FE Teacher and the concept Youth and Community Worker 
arise from the same rootstock - even if their growth has been somewhat 
different - and that they seek, within the functions of their separate 
purposes, to meet the needs and expectations of the same age group in
influenced, in part by the fact that society has not been able to offer 
any unequivocal guidelines with regard to training.
One is reminded of Keeble’s view that training for Youth Work should 
bring about change (page 12) and Batten’s that is should be non-directive 
(page 13). The Milson-Fairbairn report drew attention to the need for the 
Youth Service to be engaged in social education with consequent implications 
for training (page 14)« Group work as a tool for meeting social needs was 
also advocated (page 15).
In the case of Technical Education, evidence shows that the teacher has 
had to discover ways and means for himself (page 23) at a time when 
published material was minimal (page 24). Even important surveys of 
teaching and teacher education have been limited in their comment upon 
curriculum (pages 25 & 26)
Research may reveal therefore that elements in courses of study as well 
as in day to day practice may be identified by Teachers and Youth Workers 
as succesful tools for the advancement of their purposes which should 
feature in the education, training and practice of both of them
PLANNING THE RESEARCH
If research is to identify elements in courses of study and day to day 
practice which individual respondents have found essential to their work 
without in any way directing their attention to any specific topic, then 
the most ’open’ form of questionnaire must he devised. For instance:
To enquire ’What did you find most interesting?’ allows for as many . 
different replies as there are respondents. While the replies may he 
difficult to quantify for statistical purposes, the variety could he 
informative - far more informative than the replies to ’How interested 
were you in Philosophy?’ The second question directs the respondent 
towards philosophy, whereas in formulating a reply to the first question, 
the idea of philosophy may not have entered his head.
Even questionnaires based upon a Likert type scale have to contain very 
exact questions. Therefore the researcher was attracted to the possible 
use of the Delphi method of enquiry because it provided a means of 
giving the maximum freedom to the individual respondent while eventually 
arriving at a form of quantification which would allow attested 
statements about curricula to be made.
The Delphi technique was developed by Olaf Helmer and his associates 
at the Rand Corporation in the early 1950s to obtain opinions about 
urgent national defence problems. The method provides for an impersonal 
ahonymous setting in which opinions can be expressed without bringing 
the experts together in any kind of face to face confrontation.(Pfeiffer 
1969). Dalkey and Helmer (19^3) published an unclassified version of 
the technique which led to its being employed in a variety of enquiries. 
Helmer himself used the method in educational enquiry. (Helmer 19^9 (2))
Briefly, the stages of a Delphi enquiry are as follows:
1 Members of the selected group of respondents are asked 
to list certain opinions about the topic of interest.
2 The respondents are then asked to rank the replies 
received in 1 without knowing whose opinions they are.
3 Where consensus occurs in the replies to 2, this can be 
noted and acted upon. Where individual respondents are 
isolated from the remainder by the nature of their 
replies, they can be asked to comment further.
explored in detail by Gordon (Gordon and Ament 19^9) where he states that 
differences may occur from different perceptions of the data. But one of 
the Delphi methods greatest strengths is its ability to avoid the pitfalls 
of public group discussion,group pressures, an unwillingness to abandon 
publicly stated opinions and the effect that individuals have on groups. 
(Bunning 1979)
It was decided to try a pilot survey with a sample of FE Teachers and 
Youth Workers. A random sample of twenty former students of Garnett 
College of Education (Technical) was selected from those who had attended 
in 1975. Only one reply was received. This did not auger well for a major 
survey derived from a similar sampling base. Former students of the 
researcher agreed to constitute a sample group of respondents to test the 
validity of the technique.
A different method was used to try and obtain a sample of Youth Workers 
based on the same open premise. The London Union of Youth Clubs placed 
a notice in one of its monthly bulletins requesting anyone who was 
willing to take part in a pilot project connected with this research to 
contact the writer. The London Union circulates over 300 full-time 
Youth Workers. Only one replied. As an alternative, a former colleague of 
the researcher, an area Youth Officer with the Inner London Education 
Authority, was asked if the Youth Workers in her area would co-operate. 
This also proved fruitless. Despite this fact, the technique was followed 
through to its conclusion with the respondents mentioned above.
THE DELPHI PILOT SCHEME
Bearing in mind the considerations expressed at the commencement of this 
chapter on the design of the questionnaire, but needing to give some 
structure to the enquiry, the following was sent to respondents.
Research into the-Education and Training of Teachers in Further Education 
and Youth and Community Workers.
Thank you for agreeing to take part in this research.
I Questions relating to your course of study
1.1 What form did your training take and how long was it?
1.2 What was the most interesting part of your curriculum?
1.3 What was the most intellectually stimulating?
1.4 From what did you gain most satisfaction?
1.5 Were there any aspects that bored or irritated you?
II Questions relating to your work
11.1 Which part of your course have you found useful in practice?
11.2 Which parts of your course have you used in your work even though you 
thought them irrelevant at the time of study?
11.3 Were there any parts of your course that you have never used 
in your work?
11.4 Have you had to gain some expertise in your work that was missing 
from your course? If so, what?
11.5 If the answer to II.4 is yes, how did you acquire it?
11.6 Was there any special professional support provided for you 
during your first year in work? If yes, what form did it take 
and how useful was it? If no, what form of support would you have 
wished to receive?
III Questions relating to curricula
111.1 What would you suggest should be essential elements of a course 
of training for FE Teachers?
111.2 What would you suggest should be essential elements of a course 
of training for Youth and Community Workers?
IV Optional Question
If there is some aspect of your work that you still find difficult 
and have been unable to find adequate help or information about, 
will you please give details?
Designers and users of the Delphi type survey will recognise that the 
questions are mixed in their intention and are not strictly speaking 
designed to obtain any ultimate consensus. These questions(such as 11*6) 
were included for general interest purposes. Questions 1.1 —1.5 were 
seeking to provide a range of options that would give the greatest 
degree of freedom to the respondents. Question 1.5 contained the words
RESPONDENTS
1 Head of Department (il) in Adult Education and 
Tutor in Music Appreciation
2 Part-time lecturer in }Drama
3 Assistant Registrar
4 Lecturer I in English
5 Lecturer I in History
6 Lecturer in Small Business Management and 
Market ing
7 Interviewer Citizens Advice Bureau
8 Head of Education and Training Department, 
British Epilepsy Association
9 Senior Lecturer Business Studies
OPEN TO OBTAIN REFERENCE KEY TO RESPONDENTS
’bored* and ’irritated’ because while some might be bored by content 
or presentation of a subject and thus have minimal response to it, 
others might be actively irritated by level of content or manner of 
presentation. Questions II.1 - II.5 were designed to take account of 
people being engaged in activities other than Teaching or Youth Work.
The respondents were;
1 Head of Department (il) in Adult Education and tutor in Music 
Appreciation.
2 Part-time lecturer in Drama.
3 Assistant Registrar.
4 Lecturer I in English.
5 Lecturer I in History.
6 Lecturer in Small Business Management and Marketing.
7 Interviewer Citizens Advice Bureau.
8 Head of Education and Training Department, British Epilepsy 
Association.
9 Senior Lecturer Business Studies.
At the time the first Questionnaire was sent out, a transport dispute 
interrupted the normal delivery time for mail, and the pre-Christmas 
pressure further delayed deliveries.
.yr
Responses to Questionnaire I were received from 1,3»5»7»8,9» plus 
one page of a questionnaire bearing no identifying number. This 
would have been from 2,4» or 6 and has been identified as X.
The responses to the initial enquiry were as follows:
(Numbers relate to respondents and questions are repeated for ease 
of reference) Replies are quoted verbatim.
1.1 What form did your training take and how long was it?
1 Full-time one year residential
3 I yr Post Grad Teacher Training
5 Cert Ed One Year
7 One year sandwich
8 One academic year (Oct—June) full time
9 Day release for two years
X Certificate of Education - one year F.T. Garnett college
All respondents obtained their training at Garnett College of Education 
(Technical) at different times, only one being an Inservice student.
The responses below show an immediate difference in their perception 
and experience of the course.
1.2 What was the most interesting part of your curriculum?
1 Philosophy of Education
3 Teaching Practice
5 Educational Philosophy / Concept of Education
7 Classes on how to lecture
8 Practical teaching practice in an F.E. establishment
9 Special method — accounting, computing
X Main Hall lectures on the four disciplines. Personal
research and the reading for essays and the writing of these
It is interesting to note that the respondents did not take advantage . 
of the opportunity to interpret ’curriculum1 in the ’overall experience 
of the course — formal and informal’ as defined by some writers, but 
chose the narrow interpretation of ’content of syllabus’.
1.3 What was most intellectually stimulating?
1 Philosophy of Education and Educational studies 
3 Project at end of 3rd term 
5 Educational Philosophy
7 Lectures on Psychology
8 Psychology and Sociology of Education
9 Special Method
X Personal work on essays- own reading for these. Also some 
lectures — particularly psychology and philosophy
1.4 From what did you gain most satisfaction?
1 Philosophy of Education and some Educational Studies 
3 Teaching Practice
5 Educational Philosophy and teaching practice and opportunity
to evaluate and try out different teaching strategies and methods
7 History of Education
8 General Studies methods
9 Opportunity to discuss problems with other inservice students 
with similar experiences
X Personal achievement - ie marked work particularly essays. 
Comments and reports on teaching practice
different positive and enjoyable experiences during their course. Some - 
it seems, derived only limited worthwhile stimulus as admitted by the 
repetition of their replies, while others demonstrated that different 
elements in their study had had a variety of effects. In the reply to
1.4, repondent 9 has identified part of the hidden curriculum of a 
course. It is interesting to note in the replies to the second enquiry 
(page40) how all but one respondent gave this experience a high rating.
I.5 Were there any aspects that bored or irritated you?
1 History of Education - bored: Sociology and Psychology — 
irritated. Being taught these subjects by, in the main, 
unimaginative persons, and at a level below my knowledge and 
intellect. Being grouped with non-graduates
3 Lectures
5 Some of the course was too simple for me. I would have liked 
more opportunity to experiment
7 General theory of Education
8 Some lecturers seemed out of touch with current developments
in PE, eg the growth in ’low level work’ and multicultural
student needs
9 Lack of immediate relevance in the more academic discipines.
Poor standard of presentation by a surprisingly large number
of lecturers^
X YesJ Some of the method work because I had taught before and 
found nothing very helpful here. Most of the Ed.Tech because of 
the way it was handled. The English lessons which were 
■unprepared. The method and psychology seminars because the 
people running them seemed so woolly' in. their approach.
II.1 Which parts of your course have you found useful in practice?
1 Some of the teaching techniques
3 Different teaching techniques
5 Just that I question and evaluate each lesson, Garnett made me
think about teaching, different methods and approaches
7 Course on visual aids
8 Psychology and teaching methods
9 Special Method
X The teaching practice and observation. Most of all the very
detailed lesson planning etc which I had to do for teaching
practice. Although I don’t do this for my work now it makes me
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work and indeed in individual lessons
11.2 Which parts of your course have you used in your work even though 
you thought them irrelevant at the time of study?
1 Nil 
3 Nil
5 B.E.C, — I never thought I’d have to use it
7 Parts of the psychology course
8 Nil
9 Nothing in large quantity — I might concede passing use of 
Sociology, Psychology
X Philosophy, Psychology and Sociology (i did not think these 
were irrelevant and enjoyed them but could not see a direct 
use of them at the time) I think Psychology is the most 
useful now
11.3 Were there any parts of your course that you have never used in 
your work?
1 History of Education and all my Special Method courses 
3 No 
5 No
. 7 Most of the History of Education course
8 The History methods course
9 History of Education. Sociology, Psychology and Philosophy have 
been only tangentially useful — possibly broadening common sense
X Not really though some of what I learned has had to be greatly,
adapted to my present needs. I suppose the history was a fringe 
subject but I enjoyed it and it serves to put the present 
system into context
11.4 Have you had to gain some expertise in your work that was
missing from your course? If so, what?
1 Yes. Supervision and Management: interviewing techniques 
3 -
5 The skill to present and appreciate the very varied levels of 
the students. For example the different way one approaches ”A” 
or ”0” level or BEC etc 
7 Practical aspects of teaching my subject, especially when 
dealing with handicapped people
u  n c d i o i i  x j u - u x / c t u x u x i #  n u w  e x x g a g e u .  u x x  jJ c ix .  b — u - u u t :  j j x p x u u i a  x x x
Health Education course
9 Writing examination papers, assessment schemes. Methods of 
assessment, marking, grading particularly in relation to 
BEC courses
X Day to day confrontation with teenagers. Dealing with colleagues 
seniors and parents etc. Coping with low and mixed ability. 
Administration (I have to set up and run an annexe 8 miles from 
the main college) Knowing how much of a syllabus to teach and 
how much to leave out
The replies to II.4 indicate the need for some studies in administration 
and management and some kind of sensitivity training to be included in 
teacher education. This is discussed further in Chapter V. It is 
surprising that respondent 9 gave this reply. It is a feature of the 
Garnett College course that the topic of assessment is covered at some. 
length. One can only assume that as an inservice student, the respondent 
had to miss certain sessions because of pressure of work at his own 
college. The first sentence of the reply from respondent X is an 
example of the point being made by Mills in the extract on page 25.
II.5 If the answer to II.4 is yes, how did you acquire it?
1 Learning from colleagues: common sense 
3 -
5 Experience
7 Hard work and trial & error, each time I taught the students 
I made notes on what went well and what was not a success
8 In addition to health education, it has been necessary to gain 
knowledge of educational disadvantage through self study
9. Trial & error, some short courses, some discussions and with 
many painful and embarassing mistakes
X Practice, Trial and error, endless discussions, experiments 
common sense
II.6 Was there any special professional support provided for you
during .your first .year in work? If yes, what form did it -take 
and how useful was it? If no, what form of support would you 
have wished to receive?
1 Wo. Atleast one visit from some sort of Inspector during my 
probationary period
3 -
5 Wo. I did get some help, hut only because I asked for it, that 
should not be necessary. A team should automatically help a 
newcomer. Most wouldn’t ask
7 . Wo. My college was not interested in me attending the course.
Had support from the rest of my colleagues
8 Yes. In-service training on residential courses organised 
by my voluntary organisation, plus supervision from my 
immediate superior and department head
9 Wo. A lecturer at the college with special responsibility 
for probationary teachers dealing with everything from basic 
induction and practical teaching problems to staff development 
(page 2 of X was not received)
A discussion on the needs of new staff will be found in Chapter VIII 
page 135.
Ill,1 What would you suggest should be essential elements of a course 
of training for FE Teachers?
1 Psychology, class control, organisation of teaching material, 
organisation of themselves - punctuality & general self 
awareness
3 Philosophy of Education: Encourage students to try different 
methods of teaching 
5 How people learn, what can a teacher do to improve learning etc. 
Quite frankly, unless someone is interested in helping young 
people become the best they can be, no amount of training will 
make any difference. There are too many teachers in PE who 
don’t care about the students and just want an easy life 
7 The need to be taught how to approach the subject of teaching. 
Some people are natural teachers others need a lot of help or 
they will never be succesful teachers
8 Communication Techniques: Educational Psychology:
Education as an aspect of social policy and economics: 
Educational Sociology: Subject specialisms and practical 
teaching experience in PE establishments
9 Case studies dealing with all aspects of the job, the 
teaching situation, assessment, finance, politics (within 
colleges) pastoral care and so on. There is a great gulf 
between theory and the different practice of each college
The replies to question III.1 reflect respondents experience of a 
particular syllabus and contain, in the main, standard responses to 
such a question. There is no evidence to suggest new or radical 
approaches to Teacher education. The most positive outcome are the ideas 
for new elements to be included in the syllabus — self-awareness; 
perception of the needs of others; moral aspects of teaching; the need 
to apply more imagination in the training of teachers. These-ideas, are 
discussed further in Chapters VI and VII.
The question about the curriculum for Youth and Community Workers will 
be ignored here because it was not able to be used in cross evaluation.
TV ~ Optional question. If there is some aspect, of your work that you 
still find difficult and have been unable to find adequate help 
or information about, will you please give details.
Nil
3 As I do not teach it is difficult to answer all questions, 
perhaps students should be allowed to negotiate their course 
content. The aim of this being to allow students to identify 
teaching styles and develop skills pertinent to that style.
5 Communication between staff and other PE colleges: There is 
a need for teachers to share experiences, handouts, ideas et 
thus leading to course development and continual improvement 
The biggest difficulty is one has a full timetable and you
work so hard, that you lose sight of what your working for.
Teaching then becomes mechanical and loses all creativeness. 
I find it very difficult to change anything.
7 1 don't think I was ever a natural teacher and did not feel
completely at home in the classroom. I therefore only 
stayed in teaching for one year after I completed training.
8 -
9 My immediate thought here is of BEC courses but I imagine 
everyone is in the same boat, floating about in the fog 
trying to decide what BEC is really telling us about what
xney i-eaxxy wano. we axx nave uui' uwn iaeas ana we axx nave 
our moderator to bear, but it would help if they would opt 
to guide or not to guide whichever, but do it wholeheartedly.
The varied responses to all of these questions demonstrates some of the 
difficulties encountered by researchers who use the Delphi method for 
enquiry into areas that are not easily quantifiable. But if one is to try 
and reduce the constraints on respondents and maximise the freedom to 
reply, then the problems it presents need to be overcome. Bunning (1979) 
states:
'The most subjective and therefore the most difficult phase 
of the Delphi inquiry is editing the raw data found in 
Questionnaire I so that it truly reflects the respondents 
viewpoints when presented for rating in Questionnaire II.'
This difficulty is endorsed by the researcher.
In the 'Delphi Survey Questionnaire II' below, are listed the edited 
statements into which the replies previously reported were condensed, 
together with the options given for indicating degree of response.
While all nine respondents completed this part of the pilot survey, they 
all did not reply to every question. In some instances they wrote in 
'I did not attend this'.
The figures indicate the total number of respondents replying to each 
category.
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__A _ B C D
Philosophy of Education 2~ 3 4
Teaching Practice . 4 2 3
Classes on Lecturing 1 5 1
Special Method 2 2 3 2
A Intensely Interesting: B Very Interesting
C Interesting Sometime: D
-p0£3 Interesting
1.3 E F G H
Philosophy of Education 1 4 4
Educational Studies 3 5
Project at end of third term 1 5 3
Psychology of Education 1 5 3
Sociology of Education 1 4 4
Special Method 1 2 4 2
E Intensely Stimulating: F Very Stimulating
G Stimulating Sometime: H Not Stimulating:
1.4 J K L M
Philosophy of Education 1 3 5 --
Teaching Practice 8 1
History of Education 4 5
General Studies Method 1 4 3
Discussions with students 2 6 1
J Gained most satisfaction: K Gained some satisfaction
L Gained little satisfaction: M Gained no satisfaction:
1.5 N P Q R S T U V
History of Education 3 1 5 2 1 i___I
Sociology of Education 2 1 2 1 3 1
i
2 i
Psychology of Education 2 2 5 1 1
Lectures Generally 2 2 5 2
Parts of the course too simple
not intellectually stimulating 1 4 2 3 1 ■
General Theory of Education , 1 5 1 2
Some lecturers were out of
touch with current developments 2 1 2 1 2 1 i
Lack of immediate relevance of
most Academic disciplines 3 1 2 1 i
Poor standard of presentation hy . j
a large number of lecturers 2 2 3 4 '
I
N Never Bored In this instance, respondents
P Never Irritated could give two replies to
Q Sometimes Bored each category.
R Sometimes Irritated
S Frequently Bored
T Frequently Irritated
U Always Bored
V Always Irritated
-L-L. i W X Y Z
Teaching Techniques 5 4 1
Methods of self evaluation 3 2 2 1
Course on Visual Aids 2 1 3 3
i
j Psychology of Education 3 5 1|
i Special Method 3 3 3
W Ertremely Useful: 
Y Useful Sometime:
X Very Useful: 
Z Hot Useful:
JL.L. A r> o jj
BEC Information " 2 ~“ T
Parts of Psychology course 6 2 1
Parts of Sociology course 4 3 2
A Never Used: B Used Sometime;
C Used Frequently: I) Not Applicable:
II. 3 E F G
History of Education 7 2
Special Method studies 3 4 2
Parts of Sociology course 5 2 2
E Never Used: F Used Sometime G Used Frequently
III.1 Suggested elements for a course of Teacher education (FE)
H J K L
Psychology of Education 5 2 2
Class Control 5 2 2
Organisation of Teaching material 5 3 1
Self Organisation 4 4 1
Philosophy of Education 1 3 4 1
Opportunity to try mary teaching methods 5 3 1
Knowledge of how people learn 4 3 2
Concentration on individual student needs 4 4 1
Communication Techniques 5 2 2
Education as an aspect of social policy
and economics 2 5 2
Sociology of Education 2 1 4 2
Subject Specialism 3 3 3
Practical teaching in FE establishments 8 1
Study of case-studies covering all
aspects of teaching 4 1 3 1
Methods of Assessment 3 4 2
Pastoral care of students 4 2 2 1
H Essential: J Worthwhile: K Useful: L Irrelevant:
point of consensus, or near enough not to make them exceptional in any­
way. A degree of consensus of 67$ if replicated in a larger sample 
would have significant implications for the designers of courses for 
Teacher Education. These six responents were invited to comment further 
if they wished.None did.
The remaining three respondents had replies to some questions which 
indicated that they had divergent views from the remainder. They too 
were invited to comment further.
RESPONDENTS REPLIES 
Respondent No.1
’I am not answering the questions in the order they appear on the 
results sheet.
11.1 I found ’teaching techniques* useful in practice ’sometime’.
The subject which I teach was not dealt with at Garnett there being no- 
one qualified to teach it. I am prepared for the argument that teaching 
techniques (TT) taught at a Training College can apply to all subjects 
by my own experience. Not all TT are applicable to my subject; my student 
would not appreciate, understand, benefit from, condone or enjoy some TT; 
such as have been useful have been used by me to advantage of my students 
If you require I would be prepared to discuss this more fully.
111.1 (The respondent replied that case studies were irrelevant while 
the others had given a positive grading) I see no point in discussing 
hypothetical cases where the actual situation could vary and the 
results be different. Anyway, what is meant by ’’all aspects” of Teaching? 
Classroom control?; curriculum planning?; whether I can get my car near 
enough to the building when taking equipment into a classroom? etc etc. 
All these situations are connected with teaching in my opinion.
Gn teaching practice I encountered situations which had (fortunately) not 
been considered as case studies. If they had, I might have spent time, 
remembering the results of discussions about such a case — time which 
I used dealing with the situation.
1.3 The project I chose — I imagine this refers to the special 
commitment we had to make in term three — was badly organised, badly 
supervised, not applicable to what I now teach or do and was chosen by 
me because it appeared to be the best of an uninteresting choice. An 
alternative choice, from which I think I would have derived more 
satisfaction and use, was denied me because I was not a member of that 
’Special Method’ group.
discussion with other students — not necessarily in order of priority:—
1) I was brought up in an adult world and encouraged to be independent — 
to read and find answers for myself, not ask others.
2) My previous career demanded independent thought and study, self- 
criticism, and individual analysis of material.
3) I was in residence at Garnett; my fellow students were secretarial 
and cookery and nursing students. Their intellectual levels were not 
equal to mine.
4) Unless I am engaged in teaching or learning I do not waste my time 
in discussions with people of a lesser intellect from choice.
5) Therefore I would have gained no satisfaction from discussion with 
other students. I tried it once and it was not a pleasing or 
satisfying experience on either side.
I attach your form. I do not need a copy — I know what my answers were.
Respondent No.5
I seem to be in a minority on the question of the Philosophy of 
Education. I found it interesting stimulating and satisfying. My 
reasons are simple. First, I like to know why I teach, rather than 
just doing it. Secondly, I feel that a teacher should be concerned with 
the effects of education both individually and socially. Should 
education be a process whereby the student is socialized into the 
accepted norms of society? That seems to me to be a pretty fundamental 
issue, and depending on the answer ones teaching method and attitude 
will be greatly affected.
On the question of class control which I found irrelevant, I  should 
explain that I really don’t have any problem. When a behavioural 
question arises I find a polite word afterwards solves the problem. 
However,I suppose this whole question depends on what you mean by 
class control. I find that as long as learning is taking place and it 
doesn’t keep interfering in that process there is no problem. I do get 
annoyed occasionally but that is more often than not because I’m in a 
bad mood. When that’s not the case I react, but how I react will 
depend on the situation, one makes mistakes and everyone has a different 
way of dealing with these things. As far as the influence of sociology on 
my teaching is concerned, I mean by this a sensitivity to the individual 
in the group, their social background, and how personal problems at 
home or in relationships can affect their work. How the group works,
looking after isolated individuals etc. I must admit that half of what 
I learnt at Garnett in Sociology and Psychology was to me a matter of 
common sense. That must ref$lect my "background and my strong "bias 
towards the humanities.
Respondent No.7
In questionnaire I, this respondent listed ’classes on how to lecture’ 
as the most interesting, and gained most satisfaction from ’History of 
Education’. When asked to grade these in questionnaire II gave classes 
on how to lecture a score of ’not interesting’ and gave a grade of 
’little satisfaction and was sometimes bored’ to History of Education.
Her inability to give satisfactory explanations for this inconsistency, 
gives little credence to the rest of her participation.
Further replies were:
Pastoral care: Probably very good but did not need help since I had been 
doing this for my students since I started teaching. I used to teach and
look after blind students. Sociology of Education: I would not say that
this was irrelevant but has always been a difficult subject for me.
Having never studied the subject before, I found the subject boring much 
of the time and difficult to understand. It is also a very vague subject 
but having . a science background, I found the subject vague since I 
like a factual presentation of ideas.
Classes on lecturing: Difficult since having been teaching for several 
years I already had a fair idea about the subject. Some of the lectures 
were interesting but I did not'" learn much to help me with my students. 
Lack of intellectual stimulation:I am sorry but I was bored much of the 
time. Some of the classes were interesting to me but my tutor said I
would fail the exam unless I worked at the subjects. I tried to take part
in things but much of the time it was very difficult.
Lack of relevance etc; Having students who had never taught before with 
ones who had, meant that much of the material was biased towards them. 
This meant that it was not interesting to me. Also teaching a strange 
subject - Materials Science - meant that they never gave any help or 
used this subject in discussions.
a) Content of Pilot Survey
It may be too obvious a comment to make that every student has a 
different experience of a course of study from every other student.
Yet the replies received indicate that there were common experiences, 
even amongst people who had studied at different times, to identify a 
suggested core curriculum.
If one amalgamates the replies to III.1 in questionnaire II as given 
under the headings ’essential1 and ’worthwhile’, and accepts a total of 
7 replies as approaching consensus, a syllabus containing the following 
study areas is obtained:
Psychology of Education 
Organisation of Teaching material 
Self organisation
Opportunity to try many teaching methods 
Knowledge of how people learn 
Concentration on individual student needs 
Communication techniques 
Practical teaching in PE establishments 
Methods of assessment
Curriculum design for Teacher, education usually begins with headings 
such as these (and many more like them). The educator recognises however 
that the solut-ion lies not just in the introduction of students to the 
skills of teaching, but also in the consideration of those topics of 
study which inform and justify those skills.
Everyone was bored or irritated by some parts of their study. This came 
in the main either from their previous experience of having taught, or 
having studied the subject matter in greater detail than that presented 
on their course, or from the control and teaching exercised by the 
college staff. Tyrrel Burgess (1977) states;
’The academic decides not only what the subject is,but 
the grounds on which it can be discussed. Indeed, it is 
normally held that an academic study is self-justifying. 
There can be no other way of justifying it. This has one 
precious advantage: it renders academics immune from 
criticism, except on their own terms. Again, this renders 
the student particularly powerless.’
Lack of intellectual stimulus and an identification of intellectual 
differences gave some respondents cause for criticism. Yet Respondent 7 
was not prepared to study Sociology — which might have produced
intellectual stimulus — because she thought it was presented in a boring
way. Respondent 1 refrained from discussions with other students because 
she thought she had a superior intellect - an attitude that poses 
problems for teachers. What do these people mean by intellectual? Is it
the study of what ’I’ perceive as worthwhile or already know? 
’Intellectual’, strictly speaking only means ’that which engages the 
attention of the intellect’. Most things do this if only momentarily.
Above all however, what the teacher seeks are ways to stimulate and 
'amuse minds so that they may be better able to discover with accuracy 
the peculiar bent and genius of each student (to paraphrase Plato) and 
so enable that whatsoever is about to be learnt to stimulate the 
intellect.
Pr ofe s s i onal supp ort;
One of the major concerns of those engaged in Teacher Education and in 
Educational Administration is the degree of support and assistance given 
to newly qualified Teachers. The replies from these respondents are 
illuminating, not only in what they found in their first posts, but in 
what they would have liked to see. It is known that some attempt has been 
made by some Education Authorities to appoint ’Professional Tutors to 
fulfill this role. (Garnett College provided a Diploma in Professional. 
Tutoring for this purpose). Economic circumstances have curtailed this 
activity. The need for the newly trained Teacher and Youth Worker to 
obtain support from experienced colleagues on a regular and structured 
basis in discussed further in Chapter VIII.
b) The Delphi Method
One characteristic of the original concept of the Delphi method was that 
the participants would be experts in the field of study, or that they 
would be people with lengthy experience, or they would be people attending 
a specialist conference.
A pilot survey like this can have no credence unless it leads to a 
fuller and more representative sample. But even the use of large samples, 
particularly in the field of education is questioned by Helmer. In the 
conclusion to a report on a pilot experiment related to educational 
innovation (19^5)> Helmer states:
’Although we believe that the compilation of a large 
number of ideas for possible educational innovation has
s e i 'v t iu  ci u a e j.  u i  i iu u  i u u  inu uu  w e x g n u  sx iuu xu .
be given to substantive findings resulting from these 
pilot studies.’
The same comment has to be made here. Interesting though the exercise 
has been, it can have no value except to inform a more systematic and . 
structured survey,
PLANNING THE M I N  RESEARCH
Because of the failure to obtain adequate co-operation in the use of 
the Delphi techniques (page30), a traditional type questionnaire was 
designed based upon an analysis of typical curricula used in PE Teacher 
and Youth Worker education and bearing in mind the statements quoted 
on page 16. The final form of the questionnaire is given in addendum A.
The researcher still wished the questionnaire to explore subjective 
responses to curricula and working techniques. Consideration had to 
be given therefore to the best method for measuring attitude and 
attitude change.
’If an attitude be defined by the social psychologist as 
a tendency towards a particular response in a particular 
situation, it is clear that the number of definable 
attitudes existing in a given person at a given time will 
depend upon the range of stimuli to which he is 
subjected.* (Likert 1932)
If measurement of variables of this nature is possible, can one 
separate and quantify them into statistically significant results or must 
they always be seen as momentary positions on a contiuum of infinite 
length? Likert (1932) states the problem in these terms:
’..one of our cardinal problems is to find whether 
social attitudes ... can be shown to be measurable, 
and if an affirmative answer is forthcoming, a serious 
attempt must be made to justify the separation of one 
attitude from others. For if there are no family 
differences between attitudes, there is simply one 
infinite series of attitudes. On this basis the
measurement of attitudes could never mean anything more 
than the determination of an amount of some one tendency
present, "but what this one tendency actually is could
never he defined.*
At the time of writing, Likert found that contemporary definitions of 
attitudes clustered about two main ideas.
’First, that attitudes are dispositions towards overt 
action; second that they are verbal substitutes for 
overt action.’ (Lickert 1932)
If with Likert, one found the first definition to be more acceptable, 
then it should be possible to devise tests that enable attitudes to one 
set of circumstances to be compared with attitudes to another but
related set of circumstances. Hence the assumption made in this
research that it might be possible to quantify responses to ’attitudes 
to study’ and compare them with quantified responses to ’utility’.
Contemporaries of Likert — Bain,_Moore, Hunter — suggested that attitude 
measurement could have value for predicative purposes only if the sample 
tested was homogeneous, (ie all Christians, all negoes, all radicals) 
and would only have validity for a similar homogeneous group. Likert 
and Murphy (1929) had argued that it was possible to devise sampling 
processes that would enable group opinions to emerge without the 
necessity of the group being like-minded.
In their research they gave respondents the opportunity of replying to 
such closed questions as
’Our country should never declare war again under any 
circumstances’ 
by grading their responses on the scale
’Strongly approve, approve, undecided, disapprove, 
strongly disapprove.’
After a number of trials in subject areas that had previously been 
tested by other researchers using contemporary techniques with 
homogeneous groups, Likert and his associates came to the conclusion 
that by
’the assigning of consecutive numerical values to different 
alternatives’
as statistically significant results for non-homogeneous groups could 
be obtained as that achieved by their contemporaries for the like-minded.
undertaken since the 1930s. Writing in the journal of the ’American 
Society for Engineering Education, February 1978’, Professor R.D.
Simpson advocates that a Likert type scale can be an effective tool 
for the measuring of attitudes and values.
P.B.Smith (1980) makes comparisons between many different researches 
that have been made in recent years in which the researchers have 
attempted to differentiate between types of attitude measurement. No 
one test - on replication by others - has proved more effective than 
any other test.
In devising the questionnaire for this research therefore, the writer 
was aware that opinions differed as to the most precise method to be 
used for measuring attitude, but that the degrees of accuracy between 
one method and another were too small to make any significant difference 
to the result.
Respondents were invited to grade their replies on a four point scale. -
This was to avoid an obvious ’mid point’ which many respondents to 
questionnairs seem to favour (Smith 1980). A nil response eventually 
became a category to be recorded. The degree of relevance used in 
questions 6 and 7 were chosen because they reflected what student so . 
frequently demand:
’that styles of thinking and often the content of what 
is being taught are directly relevant to an immediate 
personal problem and its solution.’ (Wall 1979)
The sampling for the research was not straight forward and was finally 
accomplished as described below.
FE Teachers: 100 questionnaires were sent to 10 colleges of Further
Education in the Inner London Education Authority area. 36 were eventually 
returned.
Youth Workers: 100 questionnaires were distributed to Area Offices within
the Inner London Education Authority area via the Authority’s own 
administrative section. 11 were eventually returned.
50 were distributed to Area Youth Training Officers known to the 
department of Adult Studies in the University of Surrey. 38 were 
returned from this source.
A special sample ox 40 respondents was ooiamea wnen people wno naa
studied at Garnett College of Education (Technical) in 1980-81
returned for a one day seminar in March 1982.
A special sample of 120 students in colleges of Further Education in 
the London area was obtained in December 1982. These students were asked 
to reply to question 9 only.
Of the 83 respondents obtained under the first two categories 
46 studied for a Certificate in Education 
26 studied for a qualification in Youth Work 
11 were unqualified
The respondents were also categorised as follows:
36 FE Teachers — 26 studied for a Certificate in Education
1 studied for a Youth Work Qualification 
9 were unqualified
47 Youth Workers— 20 studied for a Certificate in Education
25 studied for a Youth Work Qualification 
2 were unqualified
CHAPTER III
ANALYSIS OF MAJOR SURVEY
Because the number of respondents who reply to each element of the 
questionnaire varies from question to question no one constant 
sample size (N) can be used for analysis. The value of N is indicated 
where appropriate.
In addition to the information given on page 51* ihe following 
statistics emerge from the first five questions:
Female respondents 23 - 16 FE Teachers
7 Youth Workers
Male respondents 58 — 18 FE Teachers
40 Youth Workers 
( 2 respondents did not indicate gender)
Age of respondents:
25yrs or under 1 Female Youth Worker
1 Male Youth Worker 
2 6 - 3 5  (2)* 7 Female FE Teachers
2 Male FE Teachers
3 Female Youth Workers 
21 Male Youth Workers
3 8 — 45 8 Female FE Teachers
4 Male FE Teachers
2 Female Youth Workers 
12 Male Youth Workers 
4 6 -  55 1 Female FE Teacher
7 Male FE Teachers
1 Female Youth Worker 
4 Male Youth Workers
5 6 - 6 5  5 Male FE Teachers
2 Male Youth Workers 
* 2 respondents did not indicate' gender
Certificate in Education after.1 year full-time study 
Certificate in Education after more than 1 year full­
time study
Certificate in Education part-time inservice 
Youth Work Qualification after 1 year full-time study 
Youth Work Qualification after more than 1 year full­
time study
Youth Work Qualification part-time inservice 
Unqualified
Dates when qualifications were obtained:
1950 or before 3 male PE Teachers
1951 -1960 2 female PE Teachers
3 male PE Teachers
1 female Youth Worker
4 male Youth Workers
1961 — 1970 1 female PE Teacher
3 male PE Teachers
1 female Youth Worker
12 male Youth Workers
1971 - 1980_ (2)* 9 female PE Teachers
3 male PE Teachers
5 female Youth Workers
■18 male Youth Workers
1981 1 female PE Teacher
4 male Youth Workers
* two respondents did not give gender
82$ of qualified respondents had obtained their qualification after 
1961, while 58$ were qualified after 1971* This demonstrates that half 
those qualified has been the recipients of curricula which had been 
influenced by major Government reports (see Chapter 1).
17.
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Analysis of question 6;
If the subject areas listed below formed part of your course, please 
indicate the degree of relevance you assigned them at the time of 
study to the qualification you were working for.
The replies from the 46 respondents who studied for a Certificate in 
Education (c ) and the 26 who studied for a Youth Work Qualification (w) 
are listed in Table I (page 55 ) The numbers are the raw totals of 
individual replies. Figures 1A (appendix) display the totals in Table I 
as histograms.
A number of statistical tests were applied to this raw data. Textbooks 
on statistical analysis (Borg & Gall 1979* Helmer 1966) note that 
significance in interpretation diminishes the more the data is 
subdivided. Because the sampling base W changes from response to 
response (page 52) no one constant sample size can be used for 
analysis. Consequently, where it is necessary to provide statistical 
evidence for the comparison of results, non—parametric tests have been 
used.
Initial analysis of this and subsequent questions concentrated on the 
deviation from randomness that the various totals represented.
Deviation from randomness:
In any number of throws of a die (n) the theoretical proportion or 
’expected number’ of any one face appearing on top is n/6 because all 
have equal chance. (Provided the die is true) If the same degree of 
randomness were applied to the results obtained for this question to 
determine the expected number for each variable, then the following 
outcome would be obtained:
Respondents with a Certificate in Education (RCE) 46/6 = 7.56
Respondents with a Youth Work Qualification (RYQ) 26/6 = 4
Stated graphically, this would produces the curve A - B below where every 
point is 8.0 for RCE and 4 Tor RYQ
vr fr rs nr na nor 
A j- .-----------  .---------- .-----------.-----------  —  B
vr = very relevant: fr = fairly relevant: rs = relevant sometime
nr = not relevant: na = not applicable: nor = no response
(this code is used throughout the document)
Responses of those who had studied for a Certificate in Education (C) and
those who had studied for a Youth Work Qualification (w) to the relevance 
of the various elements in their course. C = 46, W = 26.
I L
Philosophy of Education C 9 9 12 9 1 6
W 2 5 6 4 9
Psychology of Education c 11 17 10 4 1 3
w 6 6 1 4 9
Sociology of Education c 14 8 14 6 4
w 3 7 3 1 4 8
History of Education c 5 3 17 13 2 6
w 3 10 1 4 8
Social History c 5 5 6 3 8 19
w 4 10 6 6
Teaching Method c 21 8 11 6
w 4 1 4 4 3 10
Special Subject Studies c 23 11 3 1 8
w 4 4 6 2 10
Educational Technology c 2 9 18 1 7 9 -
w 6 2 6 12
Language Use (English) c 14 7 3 3 5 14
w 2 2 5 2 6 9
Sensitivity Training. c 5 2 2 14 23“
w 11 3 2 1 2 7
Pastoral Care of Young People c 8 2 2 1 10 23
w 7 7 5 1 6
Administ rat i on c 3 7 2 10 24
w 5 10 8 . 3
Teaching Practice c 31 5 5 1 1 3
w 3 1 1 2 7 12
Field Work c 14 1 3 9 19
w 18 5 1 1 1
Human Growth and Development c 8 10 3 1 5 19
w 10 9 2 1 4
Principles and Practice of c 7 1 1 14 23
Youth Work w 22 3 1
Group Work c 8 4 1 10 23
w 14 8 1 1 2
Counselling c 7 2 1 1 13 22
w 11 4 5 2 1 3
Programme Planning c 10 8 2 7 ' 19
w 9 9 3 5
fi­ rs nr na nor
vr very relevant 
fr fairly relevant 
rs relevant sometime 
nr not relevant
na not applicable
nor no response
Devisers of courses of study are not going to expect their students to 
reply to questionnaires in such a random or mechanical way# They are 
going to expect the maximum scores for the most favoured response. Any 
variable which has a score of greater or less than 8 for RCE or 4 for 
RYQ must be regarded as outside randomness and reflects the positive choice 
of respondents. By using the curve of deviation from randomness (Figure 2) 
one is able to compare graphically the responses of different sample 
sizes to the same question.
In the case of RCE therefore, the ♦perfect* score for any question from 
the point of view of the compiler of the course would be 46 for ’very 
relevant* and consequently nought for the rest. This would give a score 
where ’very relevant* would have a score of 38 above probability and the 
other five options a score of 8 below probability.
In the case of RYQ the ’perfect* response produces scores of +22 and —4* 
Illustrated graphically, this produces the following curves>
Eigure 2
Respondents with Certificate in Education
Respondents with Qualification in Youth Work
Tiie deviation irom ranaomness grapns ror eacn element or the question
are displayed in Figure 1B (appendix)
From a comparison with the ’perfect profiles’ or ’curves’ above, it
can be seen from Figure 1B that the elements which approximate to
perfection are:
RCE- — Special Studies
Teaching Practice 
Teaching Method
RYQ - Sensitivity Training 
Field Work
Principles & Practice of Youth Work 
Group Work
These are extracted and appear at the end of Figure 1. (Appendix 1c)
What could be regarded as ’negative’ profiles are:
RCE - Social History
Sensitivity Training
Pastoral Care of Young People
Administration
Group Work
Counselling
(One would not expect Principles & Practice of Youth Work to feature 
in the curriculum of the majority of Certificate in Education courses)
RYQ - Educational Technology 
Language Use (English)
(One would not expect Teaching Methods and Teaching Practice to feature 
in the curriculum for a Qualification in Youth Work)
While this analysis provides visual comparisons between different 
respondents’ replies, it does not provide an easy means of ranking those 
responses. A second analysis was undertaken to provide such a framework.
Considerations for ranking:
One would assume that the course designer would wish to count as 
favourable those replies which indicated a degree of relevance, and 
discount the others (including the non-respondents). The researcher agrees 
that this would be a fair assumption. However to rank on ’raw scores’
The other problem faced in this exercise also concerns the differences 
which each individual respondent assigned to the degrees of relevance 
stated in the questionnaire. For some it could be quite long while for 
others it could be short. Having considered a number of possibilities 
including the use of a ’squared scale’, it was decided to assign a 
simple arithmetic value to each degree of relevance as advocated by Likert 
(page 49):
Very relevant 3, Fairly relevant 2, Relevant sometime 1.
It was also decided to refrain from assigning a negative value to 
’not relevant’ and to list these separately.
While the ’not applicable’ and ’no response’ totals have been 
illustrated in Figure 1 in the appendix, they have been disregarded 
for the purpose of this calculation as being not relevant.
This calculation provides a basis for ranking each sample, but not a 
basis for comparison. A percentage calculation was therefore necessary 
to give a common scale between the various respondents. For any element 
of the course, the ’perfect’ score would be:
RCE 46 * 3 = 138 = 100$
RYQ 26 x 3 = 78 = 100$
for example - in Table I, Philosophy of Education (C) has a score of 
vr 9> fr 9i rs 12. This produces the calculation:
^  *  2 )+ ( 12 * .1) x -]qq = 1 1  x 100 = 41$
138 138
This calculation is made for each element of the question as scored by 
FE Teachers and Youth Workers. The results are displayed in Table II.
The figures in () in Table II indicate the position in the ranking.
The rank order is displayed in Figure 3 page.60.
TABLE II
Ranking of the grading of responses to the relevance of elements in
a course of study
Philosophy of Education 
Psychology of Education 
Sociology of Education 
History of Education 
Social History 
Teaching Methods 
Special Subject Studies 
Educational Technology 
Language Use (English) 
Sensitivity Training 
Pastoral Care of Young People 
Administration 
Teaching Practice 
Field Work
Human Growth and Development 
Principles of Youth Work 
Group Work 
Counselling 
Programme Planning
Certificate Youth Work 
in Education Qualification
41 (7) 28 (18)
56 (4) 23 (14)
52 (5) 33 (11)
28 (12) 21 (15)
22 (13) 49 (10)
65 (3) 21 (15)
68 (2) 33 (11)
30 (11) 8 (19)
43 (6) 19 (17)
14 (19) 53 (8)
22 (13) 51 (9)
18 (17) 55 (7)
78 (1) 15 (18)
34 (9) 83 (2)
34 (9) 64 (4)
16 (18) 92 (1)
20 (15) 76 (3)
19 (16) 59 (6)
35 (8) 62 (5)
Ranking of the grading of responses to the relevance of elements in
a course of study
Certificate in Education
Teaching Practice
Special Subject Studies 
Teaching Methods
Psychology of Education 
Sociology of Education
Language Use (English) 
Philosophy of Education
Programme Planning 
Field Work
Human Growth and Development
Educational Technology 
History of Education 
Social History
Pastoral Care of Young People
Group Work 
Counselling 
Administration 
Principles of Youth Work 
Sensitivity Training
Qualification in Youth Work
100
m
I Principles of Youth Work
o :
* Field Work 
*80
Group Work
Human Growth and Development
 ^Programme Planning 
Counselling
Admini st rat i on 
Sensitivity Training 
Pastoral Care of Young People
Social History
40
Sociology of Education 
Special Subject Studies
Philosophy of Education
Psychology of Education 
2(}History of Education 
Teaching Methods 
Language Use (English)
Teaching Practice 
Educational Technology
0.
correlation between the two ranks and that they are totally independent 
of each other. This conclusion is supported by the fact that it is 
impossible to find similarities between the deviation from randomness 
graphs in Figure 1B in the appendix.
The major fnot relevant’ responses .displayed in Table 2 occur in the 
RCE replies and are:
History of Education 13 respondents
Philosophy of Education 9 ”
Sociology of Education 6 "
Psychology of Education 4 "
These results are later compared with the special Garnett cohort page 79*
Analysis of question g
As a result of your work experience, indicate how relevant you think 
the following study areas/activities are to the .jo~b you do.
36 of the respondents were Teachers and 47 Youth Workers, Table III 
lists the responses to this question, Numbers are raw totals of 
individual replies. Figures 2A in the appendix display the totals in 
Table III as histograms
The same form of analyses as described for question 6 were applied 
to this question. The deviation from randomness graphs are displayed 
in Figures 2B in the appendix. Perfect profiles for these randomness 
graphs are displayed below in Figure 4«
Figure 4 FE Teachers
XO'
-w
Youth Workers
Je>
The responses which are almost equal to perfect are:
FE Teachers Teaching Method
; Special Subject Studies 
Educational Technology 
Language Use (English) 
Teaching Practice
Responses of FE Teachers (T) and Youth Workers (y ) to the relevance of
study areas or activities to their occupations. T = 36, Y = 47*
vr fr rs nr na nor
Philosophy of Education T 6 6 10 5 1 8
Y 6 7 19 4 3 8
Psychology of Education T 8 7 14 3 4
Y 7 15 13 2 1 9
Sociology of Education T 5 1 19 5 6
Y 9 12 16 2 8
History of Education T 3 2 10 12 2 7
Y 1 5 15 8 9 9
Social History T 4 3 6 7 3 13
Y 8 8 13 4 3 9
Teaching Methods T 20 7 5 4
Y 9 7 8 3 6 14
Special Subject Studies T 14 6 5 1 10
Y 12 2 9 2 . 8 14
Educational Technology T 11 5 12 2 6
Y .2 6 12 3 8 ■16
■ Language-Use (English) T 15 7 2 3 9
Y 13 9 7 2 6 10
- Sensitivity Training T 5 1 2 1 4 22
Y 29 7 2 2 2 5 ;
Pastoral Care of Young People T 7 3 5 1 4 16
Y 30 9 3 ■ 5
Administration T 8 7 3 1 3 14
Y 26 16 2 3
Teaching Practice T 19 5 3 2 7
Y 6 8 7 4 8 14
Field Work T 3 1 3 3 5 21
Y 32 ■ 13 1 1
Human Growth and Development T 6 3 3 3 6 15
Y 23 14 8 2
Principles of Youth Work T 1 1 2 3 8 21
Y 34 5 6 2
Group Work T 7 6 4 2 3 22
Y 38 7 2
Counselling T 9 5. 2 5 15
Y 33 11 3
Programme Planning T 15 4 3 3 11
Y 30 13 1 3
vr very relevant
fr fairly relevant
rs relevant sometime
nr not relevant
na not applicable
nor no response
Youth Workers Sensitivity Training
Pastoral Care of Young People 
Admini st rat i on 
Field Work
Human Growth and Development 
Principles and Practice of Youth Work 
Counselling 
Pro gramme Planning
The same principles for ranking described on page 59 for question 6 
were applied here. The results are displayed in Table IV and Figure 5» 
Spearman1s rank order correlation ( -0.02) shows that the ranks are 
independent.
A comparison between the replies to questions 6 and 7 show that changes
in ranking occur between the evaluation of an element in study and its
use in an occupation. For ease of comparison these are displayed in 
Table V and Figure 6; and Table VI and Figure 7*
TABLE V and Figure 6.
The ranking of the grading of course elements comparing the replies 
of respondents who had studied for a Certificate in Education with the 
replies of respondents who were FE Teachers.
Marked changes in attitudes to subjects as part of a study and the same 
subjects in practice, are indicated by this group of respondents. 
Teaching Methods, Language Use (English), Programme Planning and 
Educational Technology are advanced in importancef while Teaching 
Practice, and Special Subject Studies - which are given high ratings 
in study - are down graded in use. All the Educational Theory study 
subjects Psychology, Sociology, Philosophy and History are reduced in 
value to a marked degree. Elements of the survey such as Pastoral Care 
of Young People, Group Work, Counselling and Administration which are 
ranked very low in the study replies, are all advanced in varying 
degrees'when applied to the occupation.
Spearman’s rank order correlation is 0.67 which indicates that the 
ranks are related positively but are only about ,^0% dependent upon 
each other.
Ranking of the grading of responses to the relevance of elements in
a course of study to the work •undertaken.
FE Teachers Youth Workers
Philosophy of Education 37 (9) 36 (14)
Psychology of Education 48 (7) 45 (11)
Sociology of Education 25 (13) 48 (10)
History of Education 21 (16) 20 (19)
Social History 25 (13) 39 (13)
Teaching Method 73 (1) 35 (15)
Special Subject Studies 55 (4) 35 (15)
Educational Technology 51 (6) 21 (18)
Language Use (English) 56 (3) 45 (11)
Sensitivity Training 18 (17) 73 (9)
Pastoral Care of Young People 30 (12) 79 (6)
Administration 38 (8) 79 (6)
Teaching Practice 65 (2) 29 (17)
Field Work 13 (18) 86 (3)
Human Growth and Development 25 (13) 74 (8)
Principles of Youth Work 6 (19) 84 (4)
Group Work 34 (11) 92 (1)
Counselling 36 (10) 88 (2)
Programme Planning 52 (5) 83 (5)
Ranking of the grading of responses to the relevance of elements in
a course of study to the work undertaken
PE Teachers Youth Workers
100
Teaching Methods
Teaching Practice
Language Use (English) 
Special Subject Studies 
Programme Planning 
Educational Technology 
Psychology of Education
90
70
50
Administration 
Philosophy of Education 
Counselling 
Group Work
Pastoral Care of Young People
Human Growth and Development 
Sociology of Education 
Social History 
History of Education
Sensitivity Training 
Field Work
Principles of Youth Work
30
10
80
Group Work 
Counselling 
Field Work
Principles of Youth Work 
Programme Planning
Pastoral Care of Young People 
Admini st rat i on
Human Growth and Development 
Sensitivity Training
60
Sociology of Education
Psychology of Education 
Language Use (English)
40 Social History
Philosophy of Education 
Teaching Methods 
Special Subject Studies
Teaching Practice
2q Educational Technology 
History of Education
0
Ranking of grading of course elements comparing replies of respondents
who had studied for a Certificate 
respondents who were FE Teachers«
Philosophy of Education 
Psychology of Education 
Sociology of Education 
History of Education 
Social History 
Teaching Method 
Special Subject Studies 
Educational Technology 
Language Use (English) 
Sensitivity Training 
Pastoral Care of Young People 
Admini st rat i on 
Teaching Practice 
Field Work
Human Growth and Development 
Principles of Youth Work 
Group Work 
Counselling 
Programme Planning
in Education with replies of
Relevance Relevance
to study to work
41 (7) 37 (9)
56 (4) 48 (7)
52 (5) 25 (13)
28 (12) 21 (16)
22 (13) 25 (13)
65 (3) 73 (1)
68 (2) 55 (4)
30 (11) 51 (6)
43 (6) 56 (3)
14 (19) 18 (17)
22 (13) 30 (-12')
18 (17) 38 (8)
78 (1) 65 (2)
34 (9) 13 (18)
34 (9) 25 (13)
16 (18) 6 (19)
20 (15) 34 (11)
19 (16) 36 (10)
35 (8) 52 (5)
Figure 6
flanking of grading of course elements comparing replies of respondents 
Who had studied for a Certificate in Education with replies of 
respondents who were FE Teachers
Relevance to Study Relevance to Work
Teaching Practice
Special Subject Studies 
Teaching Method.
Psychology of Education 
Sociology of Education
Language Use (English) 
Philosophy of Education
Programme Planning 
Field Work
Human Growth and Development 
Educational Technology
History of Education 
Social History
Pastoral Care of Young People
Group Work
Counselling
Admini st rat i on
Principles of Youth Work
Sensitivity Training
100
90
70
50
30
10
80
Teaching Method
Teaching Practice
60
Language Use (English) 
Special Subject Studies
Programme Planning 
Educational Technology
Psychology of Education
40 Admini st rat i on
Philosophy of Education
Counselling
Group Work
Pastoral Care of Young People
Sociology of Education 
Human Growth and Development 
Social History
20
History of Education 
Sensitivity Training 
Field Work
. Principles of Youth Work
0
Taoie vi ana .figure i
The ranking of the grading of course elements comparing the replies 
of respondents who had studied for a Youth Work Qualification with 
the replies of respondents who were Youth Workers.
The changes in ranking displayed in this analysis are no less obvious 
than those revealed above. The principal discovery however is that only 
Principles and Practice of Youth Work, History of Education and Social 
History are reduced in ranking, while everything else is advanced by 
varying degrees. One is inclined to mistrust the results on first 
reading.
Why should a group of Youth Workers who would have had no experience
of Teaching Method or Teaching Practice, for instance, advance their
ranking between study and use? Why do these respondents give greater 
value in use than study to Psychology, Sociology and Philosophy than 
PE Teachers who down graded them?
Spearmanfs rank order correlation of O.85 shows a very positive 
relationship between the two ranks and is greater than that for Table V.
Further examination of the replies revealed that of the 47 Youth Workers: 
20 had studied for a Certificate in Education
(6 of these had also had some Youth Work Training)
25 had studied for a Youth Work Qualification
2 were unqualified
Table VII and Figure 8 show the differences in responses to the grading 
of use of elements of a course of study by Youth Workers with different 
qualifications. The apparent fskew* in Table VI and Figure 7 is made 
visible by the ranking given to elements normally contained in a 
Certificate in Education course by those who studied them.
Comparisons were now made between the replies of those who had studied 
for a Qualification in Youth Work and had a post as a Youth Worker 
(displayed in Figure 9) and those who had studied for a Certificate in 
Education and had a post as a Youth Worker (displayed in Figure 10). 
(pages 74 & 75)
Ranking of grading of course elements comparing replies of respondents
who had studied for a Qualification in Youth Work with replies of 
respondents who were Youth Workers.
Relevance Relevance
to study to work
Philosophy of Education 28 (13) 36 (14)
Psychology of Education 23 (14) 45 (11)
Sociology of Education 33 (11) 48 (10)
History of Education 21 (15) 20 (19)
Social History 49 (10) 39 (13)
Teaching Method 21 (15) 35 (15)
Special Subject Studies 33 (11) 35 (15)
Educational Technology 8 (19) 21 (18)
Language Use (English) 19 (17) 45 (11)
Sensitivity Training 53 (8) 73 (9)
Pastoral Care of Young People 51 (9) 79 (6)
Admini st rat i on 55 (7) 79 (6)
Teaching Practice 15 (18) 29 (17)
Field Work 83 (2) 86 (3)
Human Growth and Development 64 (4) 74 (8)
Principles of Youth Work 92 (1) 84 (4)
Group Work 76 (3) 92 (1)
Counselling 59 (6) 88 (2)
Programme Planning 62 (5) 83 (5)
Ranking of grading of course elements comparing replies of respondents
who- had studied for a Qualification in Youth Work with replies of
respondents who were Youth Workers. 
Relevance to study
Principles of Youth Work
Field Work
Group Work
Human Growth and Development
Programme Planning 
Counselling
Admini st rat i on
Sensitivity Training 
Pastoral Care of Young People 
Social History
Sociology of Education 
Special Subject Studies
Philosophy of Education
Psychology of Education 
Hi st ory of Educat i on 
Teaching Methods 
Language Use (English)
Teaching Practice
Educational Technology
Relevance to work
100
90
70
50
30
10
Group Work
Counselling 
Field Work
Principles of Youth Work 
Programme Planning 
80Past oral Care of Young People 
Admini st rat i on
Human Growth and Development 
Sensitivity Training
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Sociology of Education 
Psychology of Education 
Language Use (English)
40Social History 
Philosophy of Education 
Teaching Methods 
Special Subject Studies
Teaching Practice
Educational Technology 
20History of Education
0
Ranking of grading'of elements of a course showing relevance to 
occupation by Youth Workers with different qualifications.
Certificate Qualification 
in in
Education Youth Work
Philosophy of Education 41 (17) 32 (14)
Psychology of Education 60 (10) 33 (13)
Sociology of Education 60 (10) 37 (10)
History of Education 21 (19) 18 (18)
Social History 44 (15) 34 (12)
Teaching Method 52 (13) 22 (15)
Special Subject Studies 49 (14) 21 (16)
Educational Technology 27 (18) 17 (19)
Language Use (English) 59 (12) 36 (11)
Sensitivity Training 71 (9) 72 (7)
Pastoral Care of Young People 90 (1) 68 (9)
Administration 78 (7) -80 (5)
Teaching Practice 43 (16) 19 (17)
Field Work 84 (5) 87 (3)
Human Growth and Development 76 (8) 72 (7)
Principles of Youth Work 81 (6) 85 (4)
Group Work 87 (3) 96 (1)
Counselling 89 (2) 90 (2)
Programme Planning 86 (4) 78 (6)
Ranking of grading of . elements of a course showing relevance to
occupation by Youth Workers with different crualifi cat ions.
Certificate in Education
Pastoral Care of Young People
Counselling
Group Work
Programme Planning
Field Work
Principles of Youth Work
Admini st rat i on
Human Growth and Development
Sensitivity Training
Psychology of Education 
Sociology of Education 
Language Use (English)
Teaching Method
Special Subject Studies
Social History 
Teaching Practice 
Philosophy of Education
Educational Technology
History of Education
100
90
70
50
30
10
Qualification in Youth Work
Group Work
Counselling 
Field Work
Principles of Youth Work
80 Administration
Programme Planning
Sensitivity Training 
Human Growth and Development
Pastoral Care of Young People
60
40
Sociology of Education 
Language Use (English) 
Social History 
Psychology of Education 
Philosophy of Education
Teaching Method 
20 Special Subject Studies 
Teaching Practice 
History of Education 
Educational Technology
0
Comparison of ranking of graded elements of a course of study by
respondents who had studied for a Qualification in Youth Work and who 
had a post as a Youth Worker. (This excludes those Youth Workers who 
had a Certificate in Education)
Relevance in s'tudy
100
Principles of Youth Work
Field Work
90
Group Work
Human Growth and Development 
Programme Planning
Counselling
Administration 
Sensitivity Training 
Pastoral Care of Young People
Social History
70
50
Sociology of Education 
Special Subject Studies
Philosophy of Education
Psychology of Education 
History of Education 
Teaching Method 
Language Use (English)
Teaching Practice
30
Relevance in work
Group Work
Counselling 
Field Work
Principles of Youth Work
80 Administration
Programme Planning
Sensitivity Training 
Human Growth and Development
Pastoral Care of Young People
60
40
20
Sociology of Education 
Language Use (English) 
Social History 
Psychology of Education 
Philosophy of Education
Teaching Method 
Special Subject Studies 
Teaching Practice 
History of Education 
Educational Technology
Educational Technology
0
Figure 10
Comparison of ranking of graded elements of a course of study by 
respondents who had studied for a Certificate in Education and who 
had a post as a Youth Worker.
Relevance to study Relevance to work
100
Teaching Practice
Special Subject Studies 70
Teaching Method
Psychology of Education 
Sociology of Education
Language Use (English) 
Philosophy of Education
Programme Planning 
Field Work
Human Growth and Development
Educational Technology 
History of Education
Social History
Pastoral Care of Young People
Group Work
Counselling
Admini st rat i on
Principles of Youth Work
Sensitivity Training
Pastoral Care of Young Peopl 
Counselling 
Group Work 
Programme Planning 
Field Work 
gQ Principles of Youth Work 
Administration 
Human Growth and Development
Sensit ivity Training
Sociology of Education 
Psychology of Education 
60 Language Use (English)
Teaching Method
Special Subject Studies
Social History 
Teaching Practice 
Philosophy of Education 
40
Educational•Technology
2q History of Education
0
The Youth Workers who had studied ior a Qualification in Youth Work, 
placed the elements normally found in such a curriculum (Watkins) in 
the top 52% of the scale (Figure 9)* With the exception of Social History, 
placed them in the top 32% when grading them for usefulnes to work.
The remaining elements contained in the survey questionnaire and which 
normally form part of a course for a Certificate in Education, are 
relegated to the bottom 40% of the scale. From this sample it would 
appear that Youth Workers have no experience of these studies and assign 
no relevance to them in their work.
Spearman’s rank order correlation for the responses contained,in Figure 9 
is O.89. This tends to suggest a strong correlation with a positive 
relationship.
How typical is this sample? The usual calculation to determine 
typicalAity or statistical significance is based on ’chi squared’ analysis 
Table 2 in the appendix lists the analysis of the responses of those 
who studied for a Qualification in Youth Work, who work as Youth Workers 
and who. answered positively to-_questions 6 and 7»
Statistically, the results are of no great value because of the low 
total in each ’square’. The Table provides further visual confirmation 
of the results previously demonstrated.
Respondents who studied for a Certificate in Education but who had 
employment as a Youth Worker, rank the normal study areas of their 
curricula between 40% an<3. 80% and relegate the elements of a Youth Work 
course to the bottom 20%. In evaluating the relevance of study elements 
to occupation, they identify the same topics as qualified Youth Workers. 
While the exact order is different, they place them in the band between 
70% and 90%. This will be discussed later.
The calculation for Spearman’s rank order correlation is -O.46. This 
confirms the reversed nature of the two ranks and their tendency to 
unrelatedness (Figure 10)
Table 3 in the appendix illustrates the Tchi squared* calculations 
performed on the responses illustrated in Figure 10. Totals are again 
too small to allow statistical significance to be attached to the result
The implications of the results illustrated above will be discussed 
later in Chapters VI,VII and VIII.
In concluding this Chapter, a comparison is made between the responses 
to the usefulness of a course of study by FE Teachers and Youth Workers 
who had a Certificate in Education (Figure 11)
Teachers confirm the general usefulness of their course of study though 
no element is ranked higher than 73%« Practical activities take 
precedence over theoretical input as low status is assigned to the 
theory disciplines.
Table 4 i*1 the appendix repeats the *chi squared* calculations on this 
data. -
The various ’ranking* Figures.illustrated in the text, have been 
amalgamated for ease of comparison in Figure 6 in the Appendix.
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Response to the usefulness of a course of study by FE Teachers and 
Youth Workers who had a Certificate in Education
PE Teachers Youth Workers
100
90
Teaching Method
Teaching Practice
Language Use (English) 
Special Subject Studies
Programme Planning 
Educational Technology
Psychology of Education
Administration 
Philosophy of Education 
Counselling 
Group Work
Pastoral Care of Young People 
Sociology of Education 
Social History
Human Growth and Development
History of Education 
Sensitivity Training
Field Work
70
50
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Pastoral Care of Young People
Counselling
Group Work
Programme Planning
Field Work
Principles of Youth Work
Admini st rat i on
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Sensitivity Training
Sociology of Education 
Psychology of Education 
^  Language Use .(Ehg-l-ish)
Teaching Method 
Special Subject Studies
Social History 
Teaching Practice 
Philosophy of Education
Educational Technology
20 History of Education
Principles of Youth Work
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CHAPTER IV
ANALYSIS OF COHORT OF GARRETT COLLEGE STUDENTS
The replies of fortyeight former students of Garnett College (Technical)
who qualified in 1981 and were questioned six months later are
analysed as follows:
46 had attended the full-time preservice course and 
2 part-time inservice.
31 were female and 17 male.
All had obtained posts as FE Teachers.
Their responses to questions 6 and 7 are analysed in Table VIII.
Figure 3A in the appendix show the totals in Table VIII as histograms.
Figure 3B in the appendix show the deviation from randomness previously
described on page 54*
Table IX and Figure 12 illustrate the ranking of the grading of 
responses in accordance with the calculations described on page 58.
Figures 13 and 14 illustrate the comparison between the replies from 
FE Teachers in the main sample and the Cohort of Garnet College students.
It can be demonstrated that the Cohort has a different response to the 
other FE Teachers. In the relevance to study, Psychology of Education 
ranks as highly as Teaching Practice and Teaching Method; while Sociology 
of Education and Educational Technology rank with Special Subject Studies. 
It was a feature of the Garnett curriculum that the study of the 
Psychology of Education was closely linked with Teaching Methods, which 
probably accounts for its high ranking. Apart from this ascription to 
Psychology, Garnett students give high ranking to the practical aspects 
of their. studies similar to that given by the more experienced FE Teachers
The Garnett Cohort *s fnot relevant* responses are for Philosophy of 
Education 7 and History of Education 5* These results are increased to 11 
and 22 respectively when relating their relevance to use.
As shown on page 61, Philosophy and History are the two main study areas
which have, the largest number of *not relevant* responses.
Response of Garnett College Cohort (1981) to study of course elements(s)
and use in their occupation (u)
vr fr rs nr na .nor
Philosophy of Education S 9 12 18 . 7 2
U 5 10 17 11 2 3
Psychology of Education S 39 7 1 1
U 30 10 5 1 2
Sociology of Education S 25 14 7 1 1
U 15 17 9 2 2 3
History of Education S 5 13 22 5 3
U 1 5 15 22 2 3
Social History S 3 7 7 1 8 22
U 2 4 5 5 11 21
Teaching Method S 38 7 2 1
U 40 5 2 1
Special Subject Studies S 29 8 5 2 4
U 31 3 5 2 7
Educational Technology S 26 12 4 1 5
U 30 10 4 3 1
Language Use (English) S 15 11 8 3 6 5
U 23 9 3 5 3 5
Sensitivity Training S 9 4 4 10 21
U 9 6 4 1 10 18
Pastoral Care of Young People S 5 11 2 1 11 18
U 12 10 2 1 8 15
Administration s 5 7 7 12 17
u 12 10 3 9 14
Teaching Practice s 43 3 1 1
u 38 5 1 1 3
Field Work s 2 5 4 13 24
u 6 7 1 14 20
Human Growth and Development s 5 3 7 10 2?
u 4 7 4 1 11 21
Principles of Youth Work s 4 1 5 1 10 27
u 4 7 2 13 22
Group Work s 11 7 7 1 10 12
u 14 7 5 1 8 13
Counselling s 10 13 5 '6' 14
u 17 8 6 3 14
Programme Planning s ■ 15 7 2 6 18
u 18 ’6 - 2 6 16
vr very relevant
fr fairly relevant
rs relevant sometime
nr not relevant
na not applicable
nor no reply
Ranking of graded responses by Garnett Cohort to study of elements in
their course and practical use.
Study of Use of
Philosophy of Education 48 (8) 36 (13)
Psychology of Education 92 (2) 80 (3)
Sociology of Education 76 (4) 61 (7)
History of Education 44 (9) 19 (16)
Social History 21 (16) 13 (18)
Teaching Method 90 (3) 92 (1)
Special Subject Studies 75 (5) 72 (5)
Educational Technology 74 (6) 79 (4)
Language Use (English) 52 (7) 63 (6)
Sensitivity Training 27 (13) 30 (14)
Pastoral Care of Young People 27 (13) 40 (12)
Admini st rat i on 25 (15) 41 (11)
Teaching Practice 94 (1) 87 (2)
Field Work 14 (18) 17 (17)
Human Growth and Development 19 (17) 21 (15)
Principles of Youth Work 13 (19) 10 (19)
Group Work 38 (12) 42 (10)
Counselling 42 (10) 51 (8)
Programme Planning 42 (10) 47 (9)
Ranking of graded responses by Garnett Cohort to study of elements in
their course of study and practical use.
Study of
Teaching Practice 
Psychology of Education 
Teaching Method
Sociology of Education 
Special Subject Studies 
Educational Technology
Language Use (English)
Philosophy of Education
History of Education 
Counselling 
Programme Planning 
Group Work
Sensitivity Training 
Pastoral Care of Young People 
Administration
Social History
Human Growth and Development
Field Work
Principles of Youth Work
100
90
70
50
30
10
40
20
Use of
Teaching Method 
Teaching Practice
Psychology of Education 
80 Educational Technology
Special Subject Studies
Language Use (English) 
Sociology of Education
Counselling 
Programme Planning
Group Work 
Administration
Pastoral Care of Young People 
Philosophy of Education
Sensitivity Training
Human Growth and Development 
History of Education 
Field Work
Social History 
Principles of Youth Work
0
Comparison of ranking of graded responses by FE Teachers and Garnett 
Cohort to elements in their course of study
FE Teachers Garnett Cohort
100
Teaching Practice
Special Subject Studies 
Teaching Method
Psychology of Education
Sociology of Education
Language Use (English)
Philosophy of Education
Programme Planning
Field Work 
History of Education 
Educational Technology 
Human Growth and Development
Social Hi st ory
Pastoral Care of Young People
Group Work 
Admini st rat i on 
Counselling
Sensitivity Training 
Principles of Youth work
90
70
50
30
10
Teaching Practice
Psychology of Education 
Teaching Method
80
Sociology of Education 
Special Subject Studies 
Educational Technology
60
40
Language Use (English) 
Philosophy of Education
History of Education 
Counselling 
Programme Planning
Group Work
Sensitivity Training 
Pastoral Care of Young People
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2q Social History
Human Growth and Development
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Figure 15
Comparison of ranking of graded responses “by FE Teachers and Garnett 
Cohort to usefulness of course elements in their occupation.
FE Teachers Garnett Cohort
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Administration 
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Sociology of Education 
Social History 
Human Growth and Development 
History of Education 
Sensitivity Training
Field Work
Principles of Youth Work
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Teaching Method 
Teaching Practice
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To summarise chapters III and IV;
Those respondents who worked as FE Teachers or who belonged to the 
Garnett cohort (also working as FE Teachers but having little experience 
in the main) demonstrated that the following elements were considered 
relevant at the time of study (those obtaining a relevance grading of 
50%;and above)
Teaching Practice 
Special Subject Studies 
Teaching Method 
Psychology of Education 
Sociology of Education 
The Garnett cohort also added Educational Technology and Language Use 
(English).
The same respondents listed the following elements as having relevance
to their occupation:
Teaching Method
Teaching Practice
Special Subject Studies
Language Use
Educational Technology
The main FE Teacher sample added Programme Planning while the Garnett
cohort added , , .Psychology of Education
Sociology of Education
Counselling
The Venn diagram. (Figure 16) illustrates the relationships of the 
above listings. It focuses attention on the very practical nature of 
the core elements which all respondents identify.
Those respondents who studied for a Qualification in Youth Work and 
who were -occupied as Youth Workers, identified a common group of 
elements as having relevance for study and for work, even though the
latter list was in a different order from the former. The elements in
this case having a score of 5 0 or more were:
Principles of Youth Work 
Field Work 
Group Work
Human Growth and Development
V O i L L i  KA.J. C t / f iq .  C U m
described on page 85.
Counselling
Educational Technology 
Language Use (English)
Psychology of Education 
Sociology of Education
j Teaching Practice
! '
I Special Subject Studies ;•
; Teaching Method
Programme Planning
Key:
PE Teachers Study —  
PE Teachers Use — 
Garnett cohort Study 
Garnett cohort Use
i-'rogramme Planning 
Counselling 
Admini st rat i on 
Sensitivity Training 
Pastoral Care of Young People 
Where respondents studied for a Certificate in Education and at the time of 
the survey were employed as Youth Workers, a different list of responses 
is given
Elements of Study Elements of Use
Teaching Practice Pastoral Care of Young People
Special Subject Studies Counselling
Teaching Method Group Work
Psychology of Education Programme Planning
Sociology of Education Field Work
Principles of Youth Work
Administration
Human Growth and Development
Sensitivity Training
Sociology of Education
Psychology of Education
Language Use (English)
Teaching Method
The grading of these responses (Figure 10 page 75) indicates that while 
a• grade of 50 $ or more was given to all those in the * Elements of Use* 
list, the latter four were of considerably lower grade than the rest.
While Youth Worker respondents with different qualifications give 
different priorities to the techniques and study areas (Figure 8 page 73) 
they agree on the worthwhileness of a large number of elements. This is 
illustrated in the Venn diagram Figure 17#
There is nothing in common however between the core elements identified 
by FE Teachers and the core identified by Youth Workers.
Data illustrating respondents1 replies to the four major theoretical 
study areas has been extracted and presented in Addendum J, It was 
stated in the introduction, that to adequately research the implications 
contained in these replies would have required a new questionnaire and 
group of respondents. It is recognised however that more research is 
required into the teaching of these subjects on Youth Work and FE Teacher 
courses of training.
Group Work 
Counselling 
Field Work
Principles of Youth Work 
Administration 
Programme Planning 
Sensitivity Training 
■ Human Growth and Development 
Pastoral Care of Young People
Sociology of Education 
Psychology of Education 
Language Use (English) 
Teaching Method
Key:
Youth Workers with Youth Work Qualification -----
Youth Workers with Certificate in Education -— —
CHAPTER V
ANALYSIS OF THE RESPONSES TO QUESTIONS EIGHT AND NINE 
Question 8
Please indicate the frequency with which you use the following techniques.
This question was included not only as a check on question 7» "but 
inorder to give an indication of the degree of diversity which FE 
Teachers and Youth Workers introduced into their jobs.
If for instance respondents listed Group Work as a very useful tool in 
their work, but then failed to indicate frequent use of those activities 
which contribute to the success of Group Work in answering this question, 
then one could rightly be suspicious of their replies. Further, the 
curriculum for some Certificate in Education courses and Youth Work 
Qualifications include specific skills techniques such as Role Play.
If these techniques are infrequently used then it might' be suggested that 
either it is a waste of time to include them, or they are so badly 
taught as not to be used in practice. It is recognised by the researcher 
that the nature of the subject taught ( in the case of Teachers) can 
also influence the responses to this question. A majority of humanities 
Tea,chers might have a different set of priorities in teaching from a 
majority of say science Teachers.
The analysis of the replies to this question are listed in Table X.
The numbers given are the raw totals of respondents. Because the 
number of Teachers and Youth Workers participating are different, 
percentage calculations were made for purposes of comparison. These 
calculations are listed in Table XI and shown visually as histograms in 
Figure 4 in the appendix.
The frequency of use ranking of these techniques and activities is 
listed in Table XII for FE Teachers, and in Table XIII for Youth Workers.
Frequency of use of certain techniques and activities ~by FE Teachers (T)
and Youth Workers, (Y). T=36 Y =.*47
Daily Weekly Once a Once a Never nor 
Month Term
Buzz Groups T 2 4 6 5 9 10 !
Y 4 16 10 10 7
Case Studies T 2 7 7 9 6 5
Y 3 10 10 11 7 6
Curriculum Planning T 1 8 3 10 4 10
Y 2 7 9 12 7 10
Demonstration T 6 9 3 3 3 12
Y 9 8 5 7 7 11
Discussion T 18 14 1 1 2
Y 26 13 2 2 4
Exposition T 13 9 3 1 2 8
Y 3 8 6 3 8 19
Expeditions T 2 4 7 9 14
Y 11 21 7 8
Forms of Assessment T 8 11 11 2 4
Y 1 10 10 12 5 9
Games T 1 4 4 6 9 12
Y 17 10 9 2 3 6
Handout s T 13 17 2 1 3
Y 3 12 15 7 4 6
Lecturing T 15 11 2 1 4 3
Y 9 5 8 11 14
Lesson Planning T 16 13 2 5.
Y 2 6 3 2 21 3
Programme Planning T 4 6 6 10 2 8
Y 5 18 13 6 2 3
Project s T 3 4 6 9 6 8
Y 3 11 10 15 2 6
1 Questioning T 22 7 1 6
Y 23 9 4 1 2 8
Role Play T 2 3 8 3 12 8
Y 5 4 9 15 12 2
Simulation T 2 5 6 7 10 6
Y 2 4 8 13 11 9
Syndicates T 2 3 4 1 15 11
Y 1 . 1 2 4 20 19
Team Work T 6 7 6 2 3 12
Y 25 10 4 5 1 2
Use of Computers T 4 3 6 15 8
Y 2 2 1 29 13
Use of Experiments T 6 3 1 1 13 12
v 2 3 4 23 15
Daily Weekly Once a Once a Never nor 
Month Term
Use of Films T 1 5 5 12 7 6
Y 5 15 13 9 5
Use of Television T 1 3 8 9 10 5
Y 8 9 6 6 8 10
Use of Taperecorder T 4 6 6 12 8
Y 2 8 4 6 14 13
Use of Overhead T 8 7 4 2 8 7
Projectors Y 2 2 4 26 13
Use of' Models T 1 4 4 3 13 11
Y 3 2 2 23 17
Use of Visiting T 4 3 13 10 6
Speakers Y 1 7 22 9 8
Visits of T 1 5 7 12 11
Observation Y 1 5 13 14 6 8
Workshops T 5 3 5 1 11 11
/ Y 7 5 6 10 8 11
Frequency of use of certain techniques and activities by FE Teachers and
Youth Workers. The statistics contained in Table X presented as 
percentages as a basis for comparison.
Daily Weekly Once a Once a Never nor 
Month Term 
% io io % $ %
Buzz Groups T 5 11 17 14 25 28
Y 8 34 21 21 15
Case Studies T 5 19 19 25 17 14
Y 6 21 21 23 15 13
Curriculum Planning T 3 22 8 28 11 28
Y 4 15 19 25 15 21
Demonstration T 17 25 8 8 8 33
Y 19 17 11 15 15 23
Discussion T 50 39 3 3 5
Y 55 28 4 4 8
Exposition T 36 25 8 3 5 22
Y 6 17 13 6 . 17 40
Expeditions T 5 11 19 25 39
Y 23 45 15 17
Forms of Assessment T 22 30 30 5 11
Y 2 21 21 25 11 19
Games T 3 11 11 17 25 33
Y 36 21 19 4 6 13
Handout s T 36 47 5 3 8
Y 6 25 32 15 8 13
Lecturing T 42 30 5 3 11 8
Y _ 19 11 17 23 30
Lesson Planning T 44 36 5 14
Y 4 13 6 4 45 6
. Programme Planning T 11 17 17 28 5 22
Y 11 38 28 13 4 6
Projects T 8 11 17 25 17 22
Y 6 23 21 32 4 13
Questioning T 61 19 3 17
Y 49 19 8 2 4 17
Role Play T 5 8 22 8 33 22
Y 11 8 19 32 25 4
Simulation T 5 14 17 19 28 17
Y 4 8 17 28 23 19
Syndicates T 5 8 11 3 42 30
Y 2 2 4 8 43 40
Team Work T 17 19 17 5 8 33
Y 53 21 8 11 2 4
Use of Computers T 11 8 17 42 33
Y • 4 4 2 61 8
Use of Experiments T 17 8 3 3 36 33
Y 4 6 8 49 32
Daily Weekly Once a Once a Never nor 
Month Term
i $ i i i i
• Use of Films T 3 14 14 33 19 17
Y 11 32 28 19 11
Use of Television T 3 8 22 25 28 14
Y 17 19 13 13 17 21
Use of Taperecorder T 11 17 17 33 22
Y 4 17 8 13 30 28
Use of Overhead T 22 19 11 5 22 19
Projectors Y 4 4 8 55 28
Use of Models T 3 11 11 8 36 30 j
Y 6 4 4 49 36 !
Use of Visiting T 11 8 36 28 17 f
Speakers Y 2 15 47 19 17
Visits of Observation T 3 14 19 33 30
Y 2 11 28 30 13 17
Workshops T 14 8 14 3 30 30
Y 15 11 13 21 17 23
Ranking of -techniques and activities used fry Teachers according to
the frequency of use. Table A based on Daily and Weekly use, Table B 
“based upon Daily, Weekly and Monthly use. Ranking “based, upon percentage 
responses displayed in Table XI.
over 70% 
Discussions 
Handout s
Lesson Planning ) 
Questioning j 
Lecturing
B
over 70% 
Discussions 
Handout s 
Questioning 
Forms of Assessment 
Lesson Planning 
Lecturing
69% to 40%
Exposition
Forms of Assessment
Demonstration
Use of Overhead Projectors
69$ 'to 40%
Exposition 
Team Work
Use of Overhead Projectors
Demonstration ;
Programme Planning 
Case Studies
391o to 10% 
Team Work 
Programme Planning 
Curriculum Planning 
Use of Experiments 
Case Studies 
Workshops 
Projects )
Simulations )
Use of Films 
Buzz Groups 
Games
Use of Models 
Role Play 
Syndicates
39% to 10% 
Projects 
Simulations 
Workshops 
Role Play 
Buzz Groups 
Use of Television 
Curriculum Planning 
Use of Films 
Use of Experiments 
Use of Taperecorder 
Games )
Use of Models ;
Syndicates
Use of Computers
A39% to 10%
Use of Computers 
Use of Television 
Use of Taperecorder 
Visiting Speakers
below 10%
Expeditions
Visits of Observation
B
39% to 10%
Visiting Speakers 
Visits of Observation 
Expeditions
Ranking of techniques and activities used by Youth Workers according to
the frequency of use. Table A based on Daily and Weekly use, Table B 
based upon Daily, Weekly and Monthly use. Ranking based upon percentage 
responses displayed in Table XI.
over 70% 
Discussions 
Team Work
69% to 40% 
Questioning 
Games
Programme Planning
39% to 10%
Demonstrations ) 
Use of Television ) 
Handout s 
Projects 
Case Studies 
Workshops
Forms of Assessment
Expositions
Use of Taperecorder
B
over 70% 
Discussions 
Team Work 
Programme Planning 
Games )
Questioning )
69% to 40%
Handouts
Projects
Use of Television 
Case Studies 
Demonst rat i ons 
Forms of Assessment 
Use of Films 
Buzz Groups 
Visits of Observation
39% to 10% 
Workshops
Curriculum Planning
Role Play
Exposition
Lecturing
Simulation
Use of Taperecorder
Lesson Planning
Expeditions
B.
39$ to 10$
Lecturing )
Role Play )
Curriculum Planning ) 
Lesson Planning 
Visits of Observation 
Simulation 
Use of Films
below 10$
Buzz Groups
Use of Models
Syndicates
Use of Computers
Use of Experiments.
Use of Overhead Projectors 
Visiting Speakers
Expeditions (excluded)
39$ to 10$ 
Visiting Speaker 
Use of Experiments 
Use of Models
below 10$
Use of Computers
Use of Overhead Projectors
Syndicates
A comparison "between the lists of FE Teachers and Youth Workers 
(Tables XII B and XIII B over 70$) reveals the following facts:
FE Teachers Youth Workers
Discussions Discussions
Handouts Team Work
Questioning Programme Planning
Forms .of Assessment Games
Lesson Planning Questioning
Lecturing
From-a brief examination of these lists it may be stated that three 
items pinpointed by the Teachers refer to interaction between people 
(Discussions, Questioning and Lecturing) while three refer to the 
mechanics of teaching; while the Youth Worker list contains only one 
such mechanical activity. An evaluation of the information in Tables 
XII and XIII will be made later in this chapter.
Question 9
When you have attended various courses which teaching activity has . 
helped you most?
By amalgamating the replies obtained from the FE Teachers and Youth 
Workers with those obtained from the Garnett College cohort, 131 
respondents were obtained. The results are presented in Table XIV (P 
and In Figure 5 A in the appendix. Calculations of deviation from 
randomness are illustrated in Figure 5® in the appendix.
For purposes of ranking, responses were graded as follows:
Greatest Response 3
Some Response 2
Little Response 1
Positively Disliked -3
The calculations for ranking previously described on page 58 were 
applied here.
Total respondents (H) = 131 * 3 a 39-3 = 100$
54 Female and 75 Male respondents were contained in this sample and 
their replies have been listed separately in Table XIV. Percentage
Females 54 * 3 
Males 75 * 3
162 = 100$ 
225 = 100$
The overall order of preference is listed in Table XV
To provide a contrast to this sample of respondents and to obtain the 
reactions of people who would be inreceipt of examples of their techniques, 
a sample of 120 students currently in FE colleges in London in January 1983 
was obtained. They were asked to reply to this question only.
Their replies are listed in Table XVI and ranked in Table XVII.
Comparisons are made in the ranking of FE Teachers and Youth Workers on 
the one hand and FE Students in Figure 16.
In column EX of Tables XV and XVII, are listed the percentages of 
respondents who had no experience of the technique mentioned, or who 
gave no response to that question (no response being equated with no . 
experience).
It is self-evident that as one reads from the top to bottom of columns 
EX,-the percentages tend to increase. One reason for lack of response 
to techniques by this sample therefore, is their lack of experience.
FE Students have experience of a more diversified range of teaching 
activities than their older contemporaries. This is illustrated in 
the scattergrams in Figure 17 and Figure 18 (page 106) which illustrate 
the relationships in Tables XV and XVII respectively.
The sample correlation coefficient (r) is -0.89 for Figure 17 and 
-0.80 for Figure 18. A value of r equal to -1 indicates a perfect linear 
relationship between the sample values of AB and XY, with the value of 
XY decreasing as the value of AB increases. With values of -0.89 and 
-0.80 there is a close.approximation to a perfect linear relationship.
The difference between the two of -0.09 confirms the small degree of 
greater diversification on the part of the FE Students mentioned above.
It will come as no surprise to the experienced observer to note that 
those activities which gain the most support from respondents are those 
which allow the greatest participation on the part of the learner.
Replies to question; When you have attended various courses, which
teaching activity has helped you most? (FE Teachers and Youth Workers)
F = 131
F Female: M Male: F Total Respondents
P Q R S T U V
Buzz Groups F 10 14 6 3 7 34
M 8 27 8 1 11 37
F 18 41 14 4 18 36 38
Case Studies F 8 21 7 0 3 48
M 19 21 10 1 11 47
N 27 42 17 1 14 30 4 6
Demonst rat i ons F 28 8 4 0 1 64
M 18 20 11 0 7 47
F 4 6 28 18 0 8 .34 84
Discussions F 27 13 2 0 0 67
M 39 16 8 1 2 6 7
F 66 29 7 1 2 26 6 7
Expeditions F 6 12 6 1 18 28
M 16 16 5 2 18 38
F 22 28 11 3 33 34 31
Expositions F 9 21 3 0 3 44
M 6 21 14 1 9 31
F 18 42 17 1 12 44 36
Fieldwork F 6 9 1 0 18 23
M 25 13 4 1 14 48
F 31 22 8 1 32 40 38
Games F 4 12 8 8 11 16
M 15 15 12 4 11 33
F 19 27 17 9 22 37 26
Handout s F 15 20 4 1 0 83
M 13 26 19 3 1 44
F 28 46 23 4 1 29 47
Ice Breakers F 7 3 2 8 16 9
M 10 19 8 6 12 26
N 17 22 10 11 28 43 18
P Greatest Response (learned a lot)
Q Some Response (learned something)
R Little Response (learned very little)
S Positively Disliked (turned off completely, learned nothing) 
T Wo experience of 
U No response to question
V Percentage grading of responses according to formula 
given in the text page 98.
Projects F 15 10 7 0 6 44
M 17 24 13 1 6 48
R 32 34 20 1 12 32 46
Questioning F 25 11 2 0 1 61
M 28 28 9 1 0 88
R 80 36 11 1 1 32 89
Role Play F 13 11 6 8 3 32
M 16 19 14 7 8 38
3sr 29 30 20 12 8 32 33
Seminars F 14 19 8 3 0 47
M 18 30 10 2 4 82
D 32 49 18 8 4 26 49
Simulations F 8 11 6 1 9 30
M 13 18 14 4 9 34
R 21 29 20 8 18 38 32
Syndicates F 2 4 8 2 20 8
M 4 12 10 3 28 16
R 6 16 18 8 48 44 13
Tutorials F 19 16 3 1 3 88
M 26 26 4 0 8 89
R 48 42 7 1 8 28 87
Investigation by Experiments F 7 10 3 0 16 27
M 18 11 7 1 18 31
R 22 21 10 1 34 43 29
Investigation by Films F 7 16 9 0 7 38
M 8 21 19 3 9 29
R 12 37 28 3 16 38 33
Investigation by Television F 8 17 6 1 7 38
M 8 20 21 2 8 31
R 13 37 27 3 18 36 33
' Investigation by Taperecorder F 6 13 8 0 10 32
M 2 12 21 3 18 18
R 8 28 29 3 28 41 24
Investigation by Models F 7 12 4 1 13- 29
M 8 11 11 6 18 13
R 12 23 18 7 31 43 19
Visits of Observation F 12 18 4 0 8 43
M 19 19 13 3 7 44
R 31 34 17 3 18 31 44
Workshops F 9 7 6 0 11 29
M 18 22 8 1 12 46
R 27 29 14 1 23 37 38
Computer Assisted Learning F 2 3 2 0 26 9
M 3 4 3 3 38 4
R 8 7 8 3 64 47 6
P Greatest Response (learned a lot)
Q Some Response (learned something)
R Little Response (learned very little)
S Positively Disliked (turned off completely, learned nothing) 
T Ho experience of
U Do response to question
V Percentage grading of responses according to formula given in the 
text page 98.
Ranked order of preferences for teaching techniques expressed by
PE Teachers and Youth Workers.
Discussions 67
Questioning 59
Tutorials 57
Demonst rat i ons 54
Seminars 49
Handout s 47
Case Studies 46
Projects 46
Visits of Observation 44
Workshops 38
Expositions 36
Buzz Groups 35
Fieldwork 35
Role Play 33
Inve st i gat i on by Films 33
Investigation by Television 33
Simulations 32
Expeditions 31
Inve st i gat i on by Experiments 29
Games 26
Investigation by Taperecorder 24
Inve st i gat i on by Models 19
Ice Breakers 18
Syndicates 13
Computer Assisted Learning 6
1o
EX
21
25
27
32
23
23
34
34
35
46
43
41
55
31
39
50
43
59
59
45
50
56
54
68
84
Column EX displays responses of those with no experience or no 
response to that element. Figures are percentages of all respondent
Replies to question: When you have attended various courses, which
teaching activity has helped you most? (FE Students) (W = 120)
P Q R S T V
Buzz Groups 15 49 12 4 40 40
Case Studies 20 38 15 4 43 39
Demonst rat i ons 39 46 15 3 17 60
Discussions 57 42 11 3 5 71
Expeditions 16 40 15 4 45 36
Exposition 12 29 32 9 38 27
Fieldwork 27 38 14 4 37 44
Games 20 28 30 7 35 35
Handout s 32 52 19 9 8 53
Ice Breakers 23 23 21 7 46 32
Projects 55 37 10 9 9 62
Questioning 31 52 21 16 0 47
Role Play 19 26 17 13 45 24
Seminars 21 37 13 6 43 37
Simulation 10 24 13 10 63 17
Syndicates 8 23 9 5 75 18
Tutorials 21 39 26 12 22 36
Investigation by Experiments 35 31 8 1 45 48
Investigation by Films 38 37 14 1 30 55
Investigation by Television 34 38 15 2 31 52
Investigation by Taperecorder 17 41 25 14 23 32
Investigation by Models 13 32 21 3 51 31
Vi sit s of Ob s ervat i on 43 27 19 7 24 50
Workshops 38 31 12 3 36 50
Computer Assisted Learning 18 15 10 6 71 21
P Greatest Response (learned a lot)
Q Some response (learned something)
R Little Response (learned little)
S Positively Disliked (turned off completely, learned nothing) 
T Wo experience of
V Percentage grading of responses
j \.v  J - j -
Ranked order of preferences for teaching techniques expressed by 
FE Students.
%
NX
Discussions 71 4
Projects 62 8
Demonst rat i ons 60 14
Investigation by Films 55 25
Handout s 53 7
Investigation by Television 52 19
Visits of Observations 50 20
Workshops 50 30
Inve st i gat i on by Experiment s 48 37
Questioning 47 0
Fieldwork 44 31
Buzz Groups 40 33
Case Studies 39 36
Seminars 37 36
Tutorials 36 18
Expeditions 36 37
Games 35 29
Ice Breakers 32 38
Investigation by Taperecorder 32 19
Investigation by Models 32 42
Exposition 27 32
Role Play 24 37
Computer Assisted Learning 21 59
Syndicates 18 62
Simulation 17 52
Column EX displays responses of those with no experience or no 
response to that element. Figures are percentages of all respondent
j'lgure 10
Comparison between the ranked order of preference for teaching 
techniques between FE Teachers/Youth Workers and FE Students.
FE Teachers/Youth Workers PE Students
100
90
Discussions 70
Questioning
Tutorials
Demonst rat i ons
Seminars 
Handout s 
Case Studies 
Projects
Visits of Observation
Workshops 
Expositions 
Buzz Groups 
Fieldwork 
Role Play
Investigation by Films 
Investigation by Television 
Simulations 
Expeditions
Investigation by Experiments 
Games
Investigation by Taperecorder 
Investigation by Models 
Ice Breakers 
Syndicates
Computer Assisted . Learning
50
30
10
80
Discussions
Projects 
60 Demonstrations
Investigation by Films 
Handouts
Investigation by Television 
Visits of Observation 
Workshops
Investigation by Experiments 
Questioning 
Fieldwork 
40 Buzz Groups 
Case Studies 
Seminars 
Tutorials 
Expeditions 
Games
Ice Breakers
Investigation by Taperecorders 
Investigation by Models 
Exposition 
20 Role Play
Computer Assisted Learning
Syndicates
Simulation
0
with degree of lack of experience of those techniques.
A
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Figure 17
FE Teachers and Youth Workers
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A/B axis: ranked order of preference for teaching technique
x/y axis; no experiences of or no response to technique
From the analysis of the replies to questions eight and nine, it is 
possible to identify some areas of interest. :
1. There is a contrast between the techniques and activities most 
frequently used by FE Teachers and Youth Workers. If one lists for 
comparison those items in Table XII B and Table XIII B which 
obtained a ranking of over 4-0%? then the following emerges;
FE Teachers
Discussion
Handouts
Questioning
Forms of Assessment
Lesson Planning
Lecturing
Exposition
Team.Work
Use of Overhead Projectors 
Demonstration 
Programme Planning 
Case Studies
Youth Workers
Discussion 
Team Work 
Programme Planning 
Games
Questioning 
Handout s 
Projects
Use of Television’
Case Studies
Demonstration
Forms of .Assessment
Use of Films
Buzz Groups
Visits of Observation
These lists contain items which relate to the ’interaction with people’ 
part of their work ( x ) ,  the preparation and support of that contact (Y) 
and one or two items which stradle both (XY). These lists divide on 
this basis as demonstrated below.
FE Teachers 
»X*.
Discupsion 
Questioning 
Lecturing 
Exposition 
Demonst rat i ons 
Case Studies
Youth Workers 
’X»
Discussion
Games
Questioning 
Projects 
Case Studies 
Demonst rat i ons
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Buzz Groups
Visits of Observation
’XT’ ’XY’
Handout s Handout s
Use of Overhead Projectors Use of Television
Use of Films
*Y» »Y»
Forms of Assessment Team Work
Lesson Planning 
Team Work
Programme Planning 
Forms of Assessment
Programme Planning
The major differences occuring between the FE Teacher listing and that 
of the Youth Workers is not in their content but in their implication. 
FE Teachers* group ’X ’ contains typical classroom activities with 
reliance on teacher input,while the Youth Workers’ list *X’ contains 
far more-participatory activity with a larger range of techniques used 
for stimulus purposes. It can be demonstrated in column WX of Table XV 
that 21$ and above of the FE Teacher/Youth Worker sample had not 
experienced these techniques in their studies so would have had limited 
resources on which to call. If one discounts the 13$ unqualified people 
in the sample, (though this does not mean that they have not attended 
any courses) it still leaves 8$ and above who have no knowledge of 
common interactive techniques.
2. In the ranking of responses to preferences in techniques and 
activities (Tables XV and XVII) there are observed differences between 
FE Teachers/Youth Workers and the FE Students. Extracting those with an 
assigned score of 40$ or above (so as not to be too dismissive of some 
techniques which might be capable of only limited use), the following 
comparisons emerge:
Discussions 
Projects 
Demonst rat i ons 
Investigation by Films 
Handout s
Investigation by Television 
Visits of Observation 
Workshops
Investigation by Experiments 
Questioning 
Fieldwork 
Buzz Groups
On the same basis (4-0% and above) the Garnett College cohort listed 
its preferences as follows:
Discussions
Demonstration
Questioning
Tutorials
Handouts
Expeditions
Seminars
Projects
Buzz Groups
Investigation by Television 
Visits of Observation 
Investigation by Films 
Case. Studies 
Investigation by Models 
There is little difference between the Garnett cohort and the FE student 
list except in such activities as Tutorials and Seminars which tend to 
be a feature of Higher Education teaching.
If one goes further and amalgamates the replies of all 251 respondents 
to Question 9 and compares this with the replies of the Teacher sample 
to Question 8, then the following details emerge:
Discussions 
Questioning 
Tutorials 
Demonst rat i ons 
Seminars 
Handout s 
Case Studies 
Projects
Visits of Observation
■b'iu Teacner xecnn iques  wm cn jtesponaenx s' rreierences
are direct interaction with 
course members (over 4-0$)
Discussion 
Handout s 
Questioning 
Lecturing 
Exposition 
Demonst rat i on 
Case Studies
Of the sixteen items in the Respondents’ list, only five appear in 
PE Teacher list. Hot even the PE Teachers as respondents to Question 9 
give lectures and exposition as a prefered.'learning activity even though 
they place great reliance on them when teaching. On the other hand, Youth 
Workers list the following prefered activities (same basis as PE Teachers)
Youth Workers techniques 
Discussion 
Games
Questioning 
Handout s 
Projects
Use of Television
Case Studies
Demonstrations
Use of Films
Buzz Groups
Visits of Observation
This list contains ten of the sixteen items recorded above in the 
Respondents* list.
(over 40$)
Discussion 
Projects 
Demonst rat i on 
Investigation by Films 
Handout s
Investigation by Television 
Visits of Observation 
Workshops
Investigation by Experiments
Questioning
Fieldwork
Buzz Groups
Tutorials
Seminars
Expeditions
Investigation by Models
world of the Youth Worker is more conducive to the creation of an 
atmosphere in which prefered forms of learning can take place than 
that imposed upon the average FE Teacher. Studies for examinations 
(despite the listing by the FE Students) tend to impose a deductive style 
of teaching. Or perhaps it is easier in the time available and less 
demanding of preparation time, to teach deductively. The participatory 
kinds of activity prefered by respondents leading to more inductive 
forms of learning, require far more preparation and demand more skill 
on the part of the initiator.
Responses also indicate that these respondents generally prefer a 
greater number of stimuli than is normally offered in most teaching.
3. An interesting contrast between the prefered learning activities 
of women and men is contained in Table XVI. In the case of the following 
activities their responses are almost identical:
Buzz Groups
Case Studies
Discussion
Projects
Questioning
Role Play
Seminars
Simulations
Tutorials
Investigation by Experiments 
Visits of Observation 
Computer Assisted Learning
Of the remainder, women and. men have different valuations. Women give 
a higher degree of^  preferences than men to
Demonstrations, Expositions, Handouts, Investigation by 
Films, Investigation by Taperecorder, Investigation by Models.
Men give a higher degree of preference than women to
Expeditions, Fieldwork, Games, Ice Breakers, Syndicates, 
Workshops.
These contrasts could be the basis for a discussion on the prefered 
styles of learning of women and men based for instance on the nature 
of the subjects they generally study, on the perceived psychological 
differences between women and men, or on the different socialising
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While this is an important consideration in the training of educators 
and one that needs to he researched fully, the evidence contained in 
this research is not the basis on which to proceed to any conclusions
CHAPTER VI
AH EXAMINATION OF SOME OF THE FINDINGS IN THIS RESEARCH:
Group Related Methods.
Because discussion as a learning technique and a preferred activity is 
prominent in the findings of this research, this chapter will examine 
some examples of the use to which it is put, identify its place in group 
processes and investigate the way in which group processes and group 
work generally contribute to the development of Teaching and Youth Work. 
This will be followed by an examination and evaluation of some of the 
techniques used in the training of group workers.
The Discussion Group
A discussion is a ’conversation in which a subject is treated from 
different sides*(SOD), it is a process that requires the presence of 
two or more people and consequently it is described as a group activity 
because
’whenever two or more individuals join together to 
achieve a goal, a group structure develops.’
(Johnson and Johnson 1975)
Discussion primarily relies upon verbal exchanges between people as 
opposed to other forms of activity, but does not exclude the possibility 
of the presence of other forms of non verbal communication.(Shaw 1981)
It will be of value to this examination to discover if support exists 
for the proposition that a discussion group is a useful tool in the 
transmission of ideas or skills.
Goldberg, (1981) a teacher of mathematics in Kean College, New Jersy, 
describes his initial experience in these words:
’Weary of the difficulties involved in collecting and 
correcting a substantial number of written assignments 
of proofs from students enrolled in an abstract algebra 
class, and believing that such practice is helpful in 
improving skills in proof construction, I launched a 
study of co-operative small-group problem solving with 
a class of students majoring in mathematics in the Spring
social experience that characterize small group activities, 
at our first meeting I directed a socializing exercise 
(typical in psychology classes or workshops but new to me 
as a teacher). It proved to be enjoyable to everyone and 
humanized the classroom beyond expectation.f 
Lauder (1983) refers to the techniques devised by Watkins R. at the 
Open University called learning through discussion*. His article 
describes the various stages which encourage students to become more 
involved in the learning process. Hallworth (1955 & 1957) emphasises 
his support for the use of group discussion in the teaching of 
geography and in teacher training as does Jones (1981) in language 
teaching.
In quoting Johnson and Johnson (Learning Together and Alone: Cooperation, 
Competition and Individualization 1975)» Goldberg draws attention to 
results obtained by teachers of other science based subjects:
*The positive outcomes of cooperative group learning in the 
college classroom have been found across all disciplines 
and among students of all ages according to educational 
research resulting in greater enjoyment, involvement, 
motivation and .achievement, improvement in understanding 
of others’ perspectives, and increased self-esteem.*
Brown K (1981) advocates the use of discussion in the teaching of 
English, and deplores the attitude of many colleagues to the 
technique:
’Many English teachers regularly use some form of small 
group work .... yet a number of teachers remain sceptical 
of group work, especially group discussion, with its 
apparent lack of end product. They are concerned at the 
desultory chatter which seems to take place, the slow 
rate of progress towards conclusions, the difficulty 
of knowing what has gone on in groups and above all by 
the level of noise.’
Dunn (1981) in a thesis on the teaching of music appreciation to adults 
advocates the use of discussion as a worthwhile process and like Brown, 
deplores the limited use made by most observed tutors:
’Through discussion a tutor can evaluate the musical 
understanding of student s’...but... * Tut ors appeared 
afraid . to use the discussion method to test whether
would seem that in planned discussion the learned material 
would come to the fore, and the discussion period would also 
act as a memory check, a fact which is important for adults.
Researchers regard discussion groups as one form of group activity 
and tend to use the term ’Group Work1 (Shaw 1981). Under this title, 
its use in situations outside the classroom is well documented. Two 
quotations illustrate this point:
’We find group games a particularly useful way of making 
social learning safe,fun and relaxed. Children practice 
and learn social skills through the experience of getting 
to know each other in the group and games help here.1
(Hardwick and'Noble 1981) 
Matthews (1966), quoting the Younghusband report on Social Work,writes: 
TGroupwork as a form of social work is directed towards 
giving people a constructive experience of membership in 
a group, so that they may develop further as individuals 
and be better able to contribute to the life of the 
community.’
Group Work and Group Processes-
The Youth Worker respondents to this enquiry, give a high ranking 
to group work as a technique to be used, (see pages 73 to 75)
Button (1980) who advocates the use of group processes in teacher 
education, writes that:
’Group work is about helping people in their growth and in 
their development, in their social skills, in their 
personal resource and in the kind of relationships they 
establish with other people. Social skills can be learnt 
only in contact with other people, and it is the purpose 
of group work to provide, the individual'with opportunities 
to relate to others in a supportive atmosphere, to try 
. new approaches and to experiment in new roles.’
This definition - one among many - clearly states that group activity 
is more than an exchange of ideas and becomes a means for social 
interaction and growth. Interaction between people in groups is called
and research for most of this century. Smith (1980) states that opinions 
differ as to the role and usefulness of group experiences in society, 
hut Matthews (1966) maintains that it has been recognised in Youth Work 
in particular, that where the techniques of the group worker are used 
to create co-operation between participators, then an ideal situation 
for learning usually follows.
The study of group dynamics takes account of the role of the designated 
leader. Youth Workers and Teachers occupy a designated role in which 
they operate as leaders. In this instance
’leadership is behaviour which influences others in the 
classroom group (or youth club} to follow. It is viewed 
as the performance of acts which help the group achieve 
its preferd outcomes, and it is a dynamic process which 
exists between members of the group. (Yoshizaki 1981)
Johnson and Johnson (1975) recognise that
’all group members will at times influence other members, 
each group member will at times exert leadership. From this 
definition it may be seen that a difference exists between 
being a designated leader of a group and engaging in 
leadership behaviour within a group.’
In all forms of group work, the designated leader is expected to 
recognise the processes taking place (Matthews 1966), understand and 
in some way influence those processes and proceedings without 
’unnecessarily disturbing or hindering their natural 
development.* (Thompson and Kahn 1973)
To enable participants obtain the maximum benefit from group membership, 
it is the function of the designated leader to help the group
’exist as a group and not a mere conglomeration of separate 
individuals or a collection of sub-groups.’ (Thompson and 
Kahn 1973)
It is important therefore that
’the leader is aware of the dynamics that groups generate, 
the interaction of separate and individual psyche and of 
the meaning of activity in terms of individual experience.’
(Button 1980)
Smith (1980) draws attention to the importance of the leader’s role 
when commenting upon training needs:
’Discussions of small group training frequently lay heavy
e m p n a s is  on in t i  i a ^ m u a u i v t i  x-uxe u i un« gx-uup xecuxex-.
Whether training effects are achieved through structuring 
or inactivity, through caring or through meaning attribution, 
the leader’s intervention style is seen as critical.’
Smith states further that
’other factors, also potentially within the influence of ' the 
leader, have an equally large effect on the outcome of group 
experiences. These factors include the manner in which the 
principal learning groups in a programme are composed, the 
design of other types of sessions in a programme, and the 
basis upon which participants join a particular programme.’
It may be recalled that this research was begun and continued against 
a background of adolescent underachievement and unemployment.(page 1) 
Consequently, the experiences of Teachers and Youth Workers in their 
contact with such young people is relevant. In Addendum E, George Banks 
describes his experiences with the provision of ’social and life skills’ 
courses, while extracts from the writings of Teachers on a course of 
inservice training are given below,
’Another area of work in the project is learning how to be 
part of the group on a day to day basis, and how to live as 
a member of a group when in a residential setting. For a 
student this may involve any one of a variety of learning 
situations — how to make his/her voice heard-, how to listen' 
to other people, how not to shout other people down, how to 
accept the decision of the group, or how to accept the staff 
as people and not as the enemy.’ (Nightingale 1983)
’Group Interaction: From their comments, it was clear that 
for the students, the Preparation course offered a ’new* 
approach to learning, and the experience of working with 
a group provided a strong positive influence. Much of the 
help, encouragement and stimulus to progress they received 
came from within the group. At the same time, some strong 
friendships developed which acted, to some extent, as a 
motivating factor. Though it is difficult to calculate the 
precise influence of friendship, sociometric analysis would
strongest factors in motivation.’(Whitelock 1983)
Both of these Teachers were involved with students who had been 
categorised as failures. Banks (1981) refers to this aspect of concern 
for the Youth Worker.
Batten (1966) in a reference to the problems of group workers in 
developing countries states:
’The poorer a person is, the more ignorant he is, or the 
more deprived or under-privileged he is, the harder it is 
for the worker to get him to do what the worker wants him 
to do. ’
Batten would make the same observation about the task facing FE Teachers 
and Youth Workers in this country at this time.
There are some writers however who sound notes of warning at what they 
describe as haphazard uses of group work. The antithetical view states 
that fbr some people, particularly for some adolescents, group membership 
’is destructive of personality, personal objectives or moral 
precepts, because of the influence of other members of the 
group or in particular, by the covert or overt purposes of 
• the leader.’ (Wall 1977)
In matters of technique too doubts are expressed. Button (1980) draws 
attention to the fact that although Teachers and Youth Workers may •
describe their jobs in terms of
’human development and social skills and entertain ambition 
to build up a warm and friendly group, they nevertheless seem 
bent on minimising the points of interaction between their 
members as a result of the routine they structure into 
their work.’
This comment is supported in part by the evidence produced in this 
research when one remembers the preferred order of techniques outlined 
in the previous chapter.
Button’s words are reinforced by Smith (1980) when commenting upon the 
training of leaders:
’Many of the skills most strongly required of a group leader 
are those which group experience is itself intended to foster. 
It follows that, before anything else, an intending group 
leader must have had extensive experience of groups as a 
participant. This experience, must not simply be a matter of 
having ’done time’ in groups. There must be evidence that,
Dcrcn i n  x n e  e y e s  01 o n e s e n  a n a  ox o x n e r s , one c a n  wnex-e 
appropriate give and receive feedback, self disclose, be 
aware of one’s own and others’ needs, and carry through 
a variety of initiating behaviours in group settings.’
It is the opinion of this writer that the findings of this research are 
such that it is impossible to place too much emphasis on Smith’s 
comments. Further, the personal comments of some respondents recorded 
below on page 124 in connection with group processes, reinforce the 
thesis of both Button and Smith.
In a very exhaustive review of the work of such trainers as Massarik 
(1972), Lakin (1972), Lieberman et al (1973)y Hogan (1977); Smith 
underlines the need for group leaders to be totally aware of what is 
happening in their group and consequently one of the essential 
ingredients of training is the acquisition of a sensitive awareness of 
the needs and objectives of other people. Such elements are described 
as ’sensitivity training’.
Sensitivity Training
The concept of sensitivity training arises out of the analysis of 
social behaviour and the analyst’s concern for what some regard as the 
mqst pressing social problem, which is the nature of relationships, 
between people. (Argyle 19^9) has been argued that if people could 
become more aware of the sequence of events which occur in social 
situations, then many causes of conflict could be removed and many 
succesful and harmonious interactions could be replicated at will in 
other situations.
In reviewing the idea here, one has to keep in mind the social situation — 
the classroom and the youth club - in which the FE Teacher.-and Youth 1 
Worker operate and the people with whom they interact. Most students and 
youth club members are adolescents and Wall (19^9) observes that the 
teenager in Western Societies is frequently given a special position 
(in trade or entertainment) which can influence his relationship with 
people such as Teachers and Youth Workers. Courses incorporating 
sensitivity training therefore, must ensure that the trainee is fully 
aware of the needs of the eventual client. But it is the very nature of 
sensitivity training that this should be the case because its objectives 
are to enable a person to learn things about himself and his relationships 
with other people. (Aronson 1976)
The •traditional method for the imparting o± sensitivity training has 
come to he called the T-group (Training Group) and it is principally 
associated with the National Training Laboratories in Bethel, Maine.
’A T-group experience is educational - but educational in a 
way that is different from what we are accustomed to. It is 
different both in the content of the material that is 
learned and in the process by which the learning takes place.’
(Aronson 1976)
While historically the T-group was used to help people get the best out 
of other people, such as how to give orders without infuriating the 
recipient; or as an alternative form of therapy for disturbed or anti­
social individuals, more recently it has been used to enable individuals 
to understand their own feelings and those of other people. Such 
development is based upon the idea that the
’socially sensitive person perceives with accuracy the 
responses of others to the various stimuli in a situation, 
or to the situation as a whole, and that this skill can 
be taught.* (Suchman 1956)
A T-group is not a seminar but a group in which learning occurs through 
experience.
’In a T—group, people learn by trying things out, by getting 
in touch with their feelings and by expressing those 
feelings to other people, either verbally or non—verbally.’
(Aronson 1976)
This view is supported by Suchman (1965) who writes:
’... patterns of thought, and feeling are transmitted from one 
person to another during social interaction, in a manner 
quite outside the realm of direct verbal or written 
communication.’
Essentially, learning takes place within the group because of the 
interaction between the people in it. It should provide a setting in 
which the opportunity exists for ’straight talking and straight listening’ 
between people.
The leader in a T-group is not a therapist or a Teacher - he is first 
and foremost a member of the group so that his ideas and feelings are 
as much a part of the total process as anyone elses, Aronson(1976) 
states that
’he does not hold himself aloof.from the group, nor are 
his feelings hidden from them.’
prevents many people from seeking to know more about the method let 
alone train in it and utilise it. It is also seen by some as a device 
which undermines their designated role of leader. As one would expect, 
T-group training is not without its critics. Criticism springs in the 
first instance from the fact that many trainees refuse to participate 
when they know what is required, or exhibit an inability to participate 
in the expected way or by showing anxiety.
’Some are very seriously disturbed, and a few have had 
nervous breakdowns as a result of attending T—groups.
The main cause of stress is the experience of direct 
critical comment from other members of the group. Stress 
is also created by the unexpected behaviour of the trainer
who (a) refuses to act like someone in charge, (b) does not
become a member of the group on equal terms, and (c) is 
often annoyingly dominant, competent and self confident.’
(Argyle 1969)
T-group activity begins with the assumption that there is something to 
be put right, that this problem stems from individual personality needs 
and that some form of conflict or encounter will be needed to reach a
solution. Argyle (19^9) states the opinion, with which the writer
agrees, that
’unless T-groups can meet the problems of creating 
serious emotional disturbance in a proportion of trainees 
they should be discouraged.’
FE Teachers and Youth Workers who see group work as a device to help 
people in their growth and development and as a means of promoting 
learning which is in the control of the learner, may decide that T- 
group methods are the last techniques they would wish to employ. 
Similarly, trainers of FE Teachers and Youth Workers might regard it 
as a tool having too many unknown attachments. But if one pursues the 
reasoning of Button as stated on page 115 that social skills can only 
be learnt in contact with other people and that opportunities must 
be provided for the trainee to relate to others in a supportive 
atmosphere, then group experiences must exist and group leaders must be 
trained in those techniques that can promote these purposes.
Forms of sensitivity training which begin with the premise that the 
participants are more interested in the topic of study than in the 
development of their own psyche are available to the trainer and 
consequently to the FE Teacher and the Youth Worker, This research
sensitivity training.
Shaw (1981) and Bennis and Shepard (1956) demonstrate that some group 
leadership training derives from sensitivity training using the T-group 
or its derivative, while another uses problem solving techniques as a 
means of bringing about group cohesion. An examination of the propositions 
of Johnson and Johnson (1975)t Mills(1967) and Shaw (1981) reveals that 
basic techniques for non T-group type training rely upon such activities 
as Buzz Groups, Role-play, Simulations, Case Studies, Games etc which 
have featured in the questionnaire used in this research. Bligh (1975) 
in particular, Rich (1980) and others, give detailed descriptions of 
these processes and many examples of their use. Briefly stated for the 
purpose of this exposition, they may be described as follows:
Buzz Groups - between two and four people who, as part of a larger 
group are encouraged to examine some aspect of a 
problem or discussion or task. When active there is a 
buzz of conversation, hence the title.
Role-play — a form of unscripted drama or improvisation in which
all the participants enter a given or assumed role.
It can be used to re-create a historical period, 
explore a relationship, develop a skill or help solve 
a case study. It requires rigorous planning, the 
fullest description of roles and clear statements about 
parameters and time scale. Participants need to be 
asked about their performance while still in character 
and then to examine their participation as themselves,
Simulation — is a situation in which an individual is required to
be themselves while passing through a period of 
simulated reality such as a telephone call, an 
interview, selling goods etc. Other people may ’play 
roles’ but the individual at the centre of the exercise 
remain themselves. This enables observers to assess a 
participants potential in a variety of situations.
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the participants is presented for their analysis, 
assessment and possible solution. The intention is 
to enable those present to exercise their professional 
judgement in attempting to solve a problem (usually, 
though not excusively involving people) without 
damaging themselves or other participants which can 
occur in reality. (One is reminded here of the suggestion 
made by respondent 9 in the Delphi survey page 38 and 
of the comments of respondent 1 on page 43»IH*1)
Games - the games people play in their leisure time have been
used in a straight forward way to help individuals 
practice a skill, explore a feeling or develop 
personality. Many activities, particularly board games, 
have been adapted to training purposes such as war 
games, business games or social encounter games. The 
feature of most of these is their element of chance 
(based on the throw of dice or the turn of a card) 
and the intervention of factors beyond the control of 
the participants (like the ’go to jail’ card in the 
game of monopoly). This again is intended to replicate 
conditions in society, or more specifically the work 
situation, so as to give participants an experience 
not normal to their situation. It is understandable 
that computers are increasingly being used for this 
purpose.
Ice Breakers — are activities designed to enable people who have not
previously met to ’melt the ice’ between them. They 
are used in social settings, business conferences, 
training courses etc and can vary from the discovery 
of simple pairings to the identification of quite large 
task groups.
Unfortunately, as demonstrated in Figure 16 (page 105), all respondents 
to question nine place activities such as those mentioned above, extremely 
low in their response to activities.
Extracts from their replies give the following statistics:
251 respondents participated
Column A lists the number of those who had no experience of the activity.
Column B lists totals in A as a percentage of all participants.
Column C lists those who positively disliked the activity.
Column D lists totals in C as a percentage of those who had experienced
the activity.
A B C D
Buzz Groups 94 37 8 5
Case Studies 87 35 5 3
Games 94 37 .16 10
Ice Breakers 117 47 18 13
Role Play 85 34 25 15
Simulat i ons 119 47 15 11
It may be demonstrated therefore that if this sample of 251 respondents 
is typical of the people meeting for activity purposes in which any or 
all of the above techniques are to be used, the organisers can expect 
that:
about 4-0% will no‘t have experienced them before and the remainder 
on past experience will regard them with a lack of en^usiasm. In some 
instances a proportion of those present will positively dislike them.
The researcher interviewed some of the respondents to discover why there 
was antipathy to these group processes. The replies indicated that most 
people saw no purpose in the activity and could not relate it to the 
rest of the programme or course. In most instances the exercise was ill-
planned and badly organised. Where respondents had had an enjoyable
experience they identified that they were highly motivated by the initiator, 
saw the relevance at the point of its introduction and participated in a
well organised event. It is axiomatic therefore that as with all skills,
initiators of group activities have to be very competent in the use of the 
techniques.
It is essential that the trainer and the practitioner obtain some form 
of ’feedback’ or analysis when using these activities. Most skilled 
practitioners will have devised some form of assessment proceedure in 
which to record their observations and analysis.(Smith 1980, Bligh 1975)
Some schemes ask participants to rank their experiences and an example 
of one such process devised by Cotton (1981) is given below:
’Participants are asked to respond to the opening statement by 
evaluating the two responses given later.
Discuss the contrasted statements that student centred 
teaching techniques such as role-play, case studies, games etc.
a seem to work
are a waste of time 
b give students experience of working under pressure 
involves more work for the teachers 
c encourages creative thinking
encourages unproductive chit-chat 
d provides intellectual exercises
t
are an ineffective way of transmitting data
The full assessment contains fourteen points and has been devised for 
people attending a training course. Feedback must incorporate provision
^or: initiator analysis : participant analysis : success or other -
of the exercise : whether progress was made in the purposes 
of the group.
Because of the antipathy to some small group activities as identified 
above, some advocates of specialist group activity for the advancement 
of social purposes, amalgamate many techniques and clothe them in a new 
name such as psychodrama, self help groups, situational group training etc. 
There are practitioners, of group training who are not users of the T—group 
method, who do not use single concept activities and who do not differentiate- 
between one model and another with the degree of refinement illustrated by 
Joyce and Weil (1980). Examples of some activities for group work training 
are given in Addendum C. These were used and refined over a period of 
six years between 1966 and 1972 by Jean Henry and Bruce Vincent and 
associates. Occasional use has been made since 1972.
96 situational type group exercises as descibed in Addendum C were used 
in Youth Worker training. Records show that on only two occasions did 
a complete breakdown in a group’s activity occur. In 19 instances, 
individual participants objected to the nature of the exercise - most 
frequently being roped together - but at no time did anybody have a 
nervous breakdown or leave the course or object in any more serious way.
The initiators believe that the general success of the methods used 
depended upon the nature of the course, the preparation of course members
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This enabled every participant to understand the process through which 
they had passed and its relevance to their training as a group worker. 
Participants also learned that it was not necessary for a group to 
achieve the goals of an activity for learning to take place and that 
’in every group there is some diversity of attitudes, 
even with regard to matters of the most formal interest 
to the group.’ (Chowhdry and Newcomb 1952)
Their experiences would also lead them to agree with Suchman (1956) 
that people who were favourably disposed to one another were more 
accurately able to judge each others feelings than those who were less 
compatible.
Group work training, discussion group work, sensitivity training are 
all important activities which contribute to the effectiveness of the 
work of PE Teachers and Youth Workers. There is no set method or 
process that can be universally recommended by trainers or practitioners. 
But it is recognised by these same trainers and workers that where an - 
individual is highly skilled in the practice of group work, then a 
succesful outcome to their activities usually follow.
CHAPTER VII
AN EXAMINATION OF SOME OF THE FINDINGS IN THIS RESEARCH:
Relationships with Young People
The review of group processes in the previous chapter has demonstrated 
that the role of a group leader is not simple or straight forward. It 
requires the exercise of considerable skill which can only be the product 
of training and experience. Leadership of small groups can result in the 
leader being asked to assume the function of a counsellor or the activities 
of a job finder, home visitor, arbiter etc which can loosely be described 
as pastoral care. This chapter will examine how such processes expand 
the role of the Teacher and Youth Worker and the implications that this 
also has for the trainer.
It has been shown that one of the reasons a Teacher or Youth Worker will - 
use the small group is to build up an atmosphere of trust amongst the 
participants. It is expected that young people (in particular) will 
accept-the leader as an integral part of their group. According to 
Matthews ( 1966 ) ,  Milner ( 1980) and Hamblin (1974)> this will inevitably 
lead to the situation where individuals, and on some occasions the group 
as a whole, will seek to obtain guidance or help from the adult present.
The willingness of adults to accept this extension of their role, 
frequently depends upon their nature or upon their perceived primary 
function in relation to the group. For instance, Matthews states that the 
Youth Worker in the role of counsellor is the recipient of a good deal 
of information only because of the position he holds.
COUNSELLING
Counselling, like all terms used to describe social functions, has a 
diversity of meaning, and varies according to the perceptions of the 
person labelled ’counsellor1. Those who have received training in the 
art of psychotherapy or educational guidance frequently resent what they 
see as the misuse of the term ’counselling’ and the annexing of the name 
counsellor by those not entitled to it. While those, who by the nature 
of their work are forced by others to act the role of counsellor, can 
only exclaim ’that’s what I am because that’s what people make me’.
For the purpose of this examination two broad descriptions of function 
can be made, one described as guidance the other as counselling.
Milner ( 1980) writes:
’A broad definition of guidance in education is the 
presentation of knowledge, information and/or advice to
sufficient material upon which they may base choices or 
decisions.’
and ’Counselling in education may be described as the interaction
developing through the relationship between a counsellor and 
a person in a temporary state of indecision, confusion or 
distress, which helps that individual to* make his own 
decisions and choices, to resolve his confusion or cope 
with his distress in a personally realistic and meaningful 
way, having consideration for his emotional and practical 
needs and for the likely consequences of his behaviour.’
One can see from these descriptions that the functions are dissimilar 
and that the skills exercised by someone involved in either of these 
situations will be different. One may be tempted to say that the first 
is reasonably straight-forward, while the latter would require medical 
as well as psycho-analytic skills and ought not to be attempted. It is 
often the way of definitions that they sometimes give a false or 
misleading impression of the function described or try to incorporate 
a multiplicity of alternatives so as to become incomprehensible.
Milner is rightly suggesting however, that in schools and colleges 
some people have the task of offering guidance to students which will 
affect their choice of subjects to be studied and consequently their 
choice of career. This advice is based upon the known past performance 
of the student concerned and on present achievement. This function is 
sometimes undertaken by the Teacher and sometimes by a specially 
appointed Careers adviser. Youth Workers should never enter this specialist 
field, no matter how eloquently a youngster may ask for help, unless by 
nature of their appointment, they have access to the relevant information.
Incidents which fall within the description of the second definition 
are frequently forced upon the attention of the Youth Worker and the 
Teacher by the very nature of their work as described earlier. Whether 
the frequency is high or low, no worker likely to encounter people in 
’states of indecision, confusion or distress’ should do so without 
adequate training and so deal with the situation to the satisfaction 
of themselves and that of the person they are helping.
training of FE Teachers and Youth Workers if they have to suggest to their 
students that their chosen professions contain roles for which they may he 
inadequately prepared or to which they might show hostility or 
indifference. If specific study areas like educational or social
counselling were included in curricula they may become another cause for
complaint about course content and its relevance to the qualification 
being sought. It will be remembered that it was a feature of the Milson—
Fairbairn report mentioned on page 16 that counselling should be a
function of Youth Work and for which the Youth Worker should be trained.
In examining the training of counsellors, Milner (1980) refers to the 
work of Nelson—Jones and quotes from his findings as follows:
’Specific skills to be acquired in training -
Assessment and diagnosis
Techniques of preferred methods of treatment:
a) psychotherapy
b) group therapy
c) behaviour therapy
d) systematic training methods
e) role-play techniques
f) occupational counselling
Knowledge of psychology and related areas
Ability to assess research evidence
Experience ’
The list contains some activities and skills which form part of FE Teacher 
and Youth Worker education and which have already been examined in some 
detail in this thesis. Is it too radical an idea to suggest therefore 
that the time is long over-due when curriculum planning for these 
professions should adopt a thematic approach based upon the need for 
students to acquire basic skills, informed by sound theory, which will 
enable them to fulfill all the subdivisions of the role for which they 
train? (see Addendum K)
This is not to suggest that Teachers or Youth Workers can become ’all 
things to all men’. (One of the major criticisms levelled against both 
professions is that their members frequently act as if they were 
omnipotent with disastrous results in some instances.) What is being 
advocated is that educators of FE Teachers and Youth Workers should be 
able to demonstrate to their course members by sound practice, that their 
training will equip them with the knowledge and the skill to function in 
a number of different ways and that the students is aware of this before
The FE Teacher respondents to this research place counselling so low in 
their ranking order - sixteenth out of nineteen - in their course of study 
that one is tempted to believe that it did not enter their consciousness 
as a concept. In their replies to relevance to Teaching, they advance it 
to tenth place so that its significance has begun to have some impact. 
Contrasted with this, Youth Workers place its relevance to their course 
of study in sixth place, while it takes second place in their perception 
of its relevance to their wok.
Conversations with many FE Teachers during 1981 and 1982, particularly 
with those who had recently accepted positions to teach in units for 
’educationally disadvantaged students’ after some years as a subject 
Teacher, revealed that their major surprise was their students’ need 
for so much counselling. Many resented this aspect of their new post. 
Hamblin (1974) writes about this unease and sometimes real anxiety of 
Teachers who are called upon to counsel. This causes him surprise because 
he states:
’British Teachers usually feel they have a mandate to care 
for their pupils and to be concerned with wider issues 
than those of subject teaching and formal instruction.’
(see also Haigh quoted on page 132)
Many FE Teachers maintain that there is a difference between taking an
interest in the needs of seven and eight year old pupils and seventeen 
and eighteen year old adolescents. The subject centred FE Teacher, 
particularly in technical subject areas, has been able to treat course 
members as young adult s.(Burgess 1977) This has required the establish­
ment of particular kinds of relationships. Currently, the advent of the 
’underachiever’ into FE colleges has resulted in a change in relation­
ships based upon the Teachers’ perceived immaturity of many of the new 
students. FE Teachers also deplore the inability of such students to 
respond to the formal structure of the college which enabled the adult 
relationship to exist. Conflict and tension occur in many FE colleges
as a result of the changes which YOP and NTI courses have brought and
which ought to be the subject of major research in the near future.
In the field of Youth Work, because of the informality that surrounds 
the activities of the Workers, an atmosphere of trust which encourages 
young people to use them as counsellors has been generated. (Milson 1970) 
This view is endorsed by Banks (1981)
Hamblin (1974) suggests that counselling is different from teaching 
because the subject of the learning experience is the learner himself.
will discover something about himself because behavioural change is the 
consequence of all learning. The discussion in the previous chapter on 
the need for sensitivity training, illustrates that not all learners are 
aware of what they have learnt - and consequently what behaviour has 
changed - or how it is likely to affect their future conduct or prospects. 
Most people welcome the presence of a mentor (formal or informal) who 
can help them integrate that which they have learnt into the 
consciousness of their intellect.
Milner (1980) presents a strong case for the appointment of trained 
Counsellors to the staffs of schools and colleges and illustrates how 
the specialist can be more effective than someone who assumes the 
role occasionally and who is untrained. There are those however who 
oppose the specialist Counsellor appointment and state that counselling 
is: .
’of no value - fosters conformity - not universally available 
throughout the educatipnal establishment - an unwarranted 
intrusion of privacy, while counsellors are inadequately 
educated and pamper people and make them dependent.’(Milner 19^  
Milner further states that:
’There has been hostility and resentment from those teachers, 
tutors and parents who see the counsellor as one who is 
making a take-over bid for the personal relationships with 
children and students which hitherto have been their concern. 
Others feel antagonistic towards the counsellor’s acceptance 
of children as they are and towards the counsellors efforts 
to help young people to make their own choices and decisions.’
The Youth Worker seldom operates in a situation where the infrastructure 
contains a specially appointed Counsellor. The worker would assume that 
part of his job was to help young people to grow in such a way that they 
would be capable of making their own choices and decisions.
It is the opinion of writers on counselling that where, by the nature 
of their work, individuals are likely to become mentors, they should be 
trained in the techniques of counselling. The writer agrees with this 
proposition, particularly when it can be demonstrated that one of the 
consequences of counselling is involvement in pastoral care.
’The concept of Pastoral Care is one which is highly- 
developed in British schools. The collective conscience 
of the teaching profession in this country has for a very 
long time — for as long in fact as the profession has 
existed in any recognisable form — been pricked by the 
feeling that children ought to be looked after as well 
as instructed.*(Haigh 1975)
The list of activities which could engage the attention of the Teacher 
and the Youth Worker and which fall under this heading is lengthy. It 
includes home visiting, advice on social associations which may affect 
study, student money problems, conflict with the law, job finding, 
relationships etc.
Hamblin (1974) draws attention to the way the term ’pastoral care’ in 
education suggests that the Teacher has something in common with the 
priest and parent. Both Haigh and Hamblin, through their examination 
of the roots and function of pastoral care, demonstrate its tendency 
to replicate the activities of Christian institutions. This re-focuses 
our attention on the origins of the Youth Service and Teaching in the 
activities of Christian reformers and educators mentioned in Chapter I. 
While Christian teaching as part of the school curriculum was made an 
integral part of the 1944 Education Act and while many Youth Organisations 
still acknowledge their Christian origins and functions, the Christian 
ethos has not overtly influenced the operation of FE colleges nor the 
curricula of FE Teacher education.
In an article in the Church Times of August 12th 1983, it was reported 
that the FE committee of the diocese of London of the Church of England, 
under the chairmanship of Mr.Peter Rossington, Principal of Kilburn 
Polytechnic, had made a survey of Christian activity in some London 
FE colleges over the previous three years. It was reported that there 
was general indifference to the idea that Christianity had anything to 
offer FE. Some Churchmen assert that this neglect may account for the 
low ranking of pastoral care by FE Teachers.
Youth Workers and FE Teachers who hold no allegiance to Christian 
principles maintain however, that where they are involved with those 
labelled ’underachiever’, they exercise concern on grounds of humanity 
if for no other reason. They point out that Christianity is not the only 
caring influence in our society and that other philosophies contribute
people who find themselves involved in the pastoral care of others will 
agree that at some stage in their training some attempt should be made 
to alert them to the implications of this aspect of their work, the 
philosophical ideas which inform it and the practical skills needed for 
its performance.
This research has demonstrated however that respondents give low ranking 
both to the study and use of Philosophy and to other theoretical studies. 
If theoretical studies cannot inform known practice so that respondents 
would recognise their value - alVbeit in retrospect, then there is 
something missing in either the content or method of presentation or 
both. This has important implications for the writers of syllabuses 
and course objectives.
Appleton (1981) illustrates the way in which one College of Education 
has responded to the needs of the Education system in the past and in 
particular to the PE college’s need for trained Teachers for the 
underachieving student. This is manifested in parts of the new Garnett 
college course for a Certificate in Education, which seeks, more than 
ever, to integrate theory and practice and would be seen as a positive 
response to the ideas contained in the previous paragraph. It is also 
a response to PE student needs which have been identified by such 
agencies as MSC'and FEU as well as by large numbers of FE teachers.
FEU publications such as ’Tutoring’(1982), ’Skills for Living’(1982)
and ’Who Cares’(1982) focus attention yet again on the caring aspect
of a great deal of the new courses in FE colleges. They also show that 
FE Teachers in general need to be aware of the problems of the 
underachiever, the underprivileged and the recipient of prejudicial 
activity. Traditionally, as illustrated in Chapter I, the Youth Service 
has always demonstrated a concern for such people. James (1983) however, 
suggests that if the Youth Service is there merely to offer access to
one life style — a style that is frequently beyond the reach of most —
and ignores the needs and aspirations of minority interests, inspite of 
their insistent clamour for attention, then it cannot be the agent for 
the amelioration of those needs which it claims to be.
One of the reasons for tracing the development of FE Teaching and the 
Youth Service in Chapter .1 was to illustrate the way in which 
representatives of society in their membership of commissions, committees 
and development councils were giving responsibility to these institutions 
not only for the education of adolescents, but also for their moral, 
ethical and spiritual well-being. Not all recruits to these professions
basis, nor would they wish to be, if it were made clear that sucn mignx 
be the case. It is the nature of Teaching and Youth Work (Milson 1970, 
Haigh 1975) that the counselling, pastoral care, tutoring and guidance
of other people form part of the professional activity of the
practitioner, Hamblin (1974) who reminds his reader of Talcot Parson’s 
idea of transactions taking place across boundaries of systems, sees 
the above functions as being part of the inter-related systems with 
the Student or the Youth Club Member at the centre. Systems which are 
based upon human interaction and administrative functions — which is the 
case with Teaching and Youth Work — have a habit of going wrong and 
this is frequently due not only to the inadequacy of those who participate 
but also to their inability to see how ’the system’ works.
Administration, educational planning and programme planning as they 
affect the professional needs of the PE Teacher and Youth Worker and 
their ability to work within a variety of systems, is the next point
to be considered in this review of the research findings.
AN EXAMINATION OP SOME OP THE FINDINGS IN THIS RESEARCH:
Programme Implementation 
PLANNING
Prom the responses made to the writer during the course of this 
investigation, and in particular hy Banks(l98l) and Watson (1983)» 
most people find themselves inadequately prepared for the practical 
requirements of their job. Further, there is seldom the kind of 
support they need to help them settle into the role. Respondent 1 to 
the Delphi enquiry would have welcomed a visit from an inspector. 
Respondent 9 wanted a lecturer at the college with special responsib­
ility for probationary teachers who could deal with everything from 
basic induction and practical problems to staff development. (Some 
Principals of PE Colleges have stated that this is one of the functions 
of their post and new staff do not make use of them) Respondent 5 
reported that help was available only when asked for. He further states 
that it should not be necessary for one to ask, a team should 
automatically help a newcomer.
In this research, 125 respondents (PE Teachers, Garnett Cohort and Youth 
Workers) replied to question ten which was:
’What degree of professional support or supervision was 
provided for you in your first post?’
Their replies were as follows:
Only 29$ had the necessary support of a consultant of some kind,
34$ were given advice when they asked for it, while 37$ were given 
little or no support.
The analysis and discussion of.the findings of this investigation has 
already demonstrated that the degree of complexity associated with 
Teaching and Youth Work is such that employing Authorities cannot afford 
to leave newly appointed personnel unsupported to the degree reported 
above.
For most of their working time, Teachers tend to be isolated in class­
rooms. Youth Workers appear to be more fortunate as the analysis given 
below in relation to team work illustrates.
None
Very Little
Advice given when asked 
Regular consultations 
Supervisor appointed
24
22
43
19
17
Daily Weekly Once a Once a Never nor 
Month Term
FE Teachers 6 7 6 2 3 12
Garnett Cohort 4 11 8 2 13 10
Youth Workers 25 10 4 5 1 2
If replicated in similar work situations, these replies show that 74$
of Youth Workers take part in some form of team work on a weekly basis,
while only 33$ of FE Teachers find themselves in a similar position. 
Matthews (1966) states that Youth Workers fulfil the caring aspect of 
their work by building networks of people and institutions which can 
help their members in need, and by acquiring a working knowledge of the 
way in which Local Authority departments operate. FE Teachers who are 
confined to classrooms for a great deal of their time are unable to 
develop such networks. Oral evidence suggests that the student in need 
can be penalised by this restriction.
The other aspect of planning - the day to day allocation of time and
resources - is another aspect of the professional role of Teacher and 
Youth Worker,
Joyce and Weil (1980) think of Teaching as a process by which Teacher 
and student create a shared environment including sets of values and 
beliefs and for which educational writers have been seeking the ideal 
model of operation. While they argue that no one model can meet all 
teaching requirements, other educationists challenge their central 
concept that Teachers and students share fvalues and beliefs*. A number 
of publications by the FEU (1982-83) in this country, and the writings 
of Holt (1967) in America, focus attention on the fact that there are 
students* needs which are not being met by traditional educational 
syst ems.
Because no one model of teaching can meet the needs of all educational 
encounters, ^planning for teaching* is a major learning goal of Teacher 
education courses. The replies of Teacher respondents to this research 
as demonstrated in the following extracts, highlights this point.
Daily Weekly Once a Once a Never nor
TT „ t r-n Month TermUse of Lesson Plans _ -u « cTeachers 16 13 2 5
Garnett Cohort 35 11 1 1
Use of Programme Planning
Teacher 4 6 6  10 2 8
Garnett Cohort 4. 13 7 7 7 10
Teacher respondents = 36. Garnett cohort = 48 (see Addendum H)
•to learning. Passmore (1980) in an examination of the concept of teaching 
emphasises that it is a triadic relationship. This is illustrated in the 
following diagram:
Student
Teacher ----:----  Subject to he
taught
It is inevitable,that if one always views this relationship from the 
standpoint of '’teaching*, then the triangular arrangement will always 
be seen as ’he who teaches, that which is taught, and he who is taught’. 
The statement ’I teach’ however does not axiomatically contain the 
concept ’you learn’. Learning as a function of education is far more 
important than Teaching.
Blackman and Jones (1980) have devised a schema that enables the Teacher 
to focus his attention on the preferred order of concern in the triadic 
relationship. They state that in any planning for teaching, the initiator 
should ask the following sequence of questions:
’.Whom am I teaching?
Why am I teaching them?
When am I teaching them?
Where am I teaching them?
What am I teaching them?
With whom am I teaching?
How might they learn?
How must I teach them?
How can they indicate what they have learnt?*
The first four questions focus attention on the nature of the students, 
the reason for their study and the circumstances under which the lesson 
is to be held, before there is any mention of subject content. The learner 
and his needs become the point of attention - the only reason for the 
lesson being held - not the Teacher and her erudition. It is only when 
the Teacher has given satisfactory answers to all of these questions, 
not only in respect of schemes of work, but also in connection with each 
individual lesson, can effective planning for teaching commence.
Watson(l983) is of the opinion that the discipline of planning 
concomitant with Teacher education, should be an essential part of 
Youth Worker education. Watson states that:
’..., many of them don’t seem able to plan a programme, or 
way of working or allocating their time between administ­
ration and face to face work. ... It:s purely because they 
haven’t learnt how to handle different tasks at the same 
time.’
Youth Clubs and blames it upon Youth Worker training. Banks also draws 
attention to the difficulties he experienced as a young worker due to 
lack of administrative skills.
It is suggested that it is possible to adapt the Blackman and Jones 
schema to suit the needs of Youth Workers. If, before approaching the
activities for the week or an individual evening the Youth Worker began
by answering the questions below, then the paucity of activity deplored 
by Banks might be ameliorated.
Whom am I planning for?
When am I planning for?
Why am I planning?
Where am I planning for?
With whom am I going to work?
What would be a suitable programme of activity?
What form of assessment will I use to evaluate it?
(It was questions similar to these that Henry and Vincent expected the 
participants to ask in the exercise described in Series C, Addendum C)
Educational planning in PE Teaching and Youth Work should always begin 
with the question ’For whom?’ When the focus of attention is right, the 
correct planning will usually follow.
Two other areas of interest emerge from the findings of this research.
One is the study and use of Educational Technology, the other is the use 
and study of Language as the medium of learning.
Educational Technology
The summary to Chapters III and IV (page 85) shows that the FE Teacher 
and Garnett Cohort respondents give high ranking to Educational 
Technology in their work (Youth Workers give it very low rating).But from 
Table XIII (page 94) i't °an be seen that the same respondents give low 
rating to the use of television, films, taperecorders etc. Educational 
Technology includes the study and operation of these and similar aids 
to learning. It may be however that because respondents give high 
relevance to the usage of handouts and overhead projectors, or because 
this is all they studied or used, that they think this is the sole 
content of a syllabus for Educational Technology, and rank it accordingly.
Oral evidence supported by observations in FE colleges attests to the 
increased purchase of computers for educational purposes. These are not 
just being used for computer studies but also for the creation of 
programmes for a wide range of subjects and more students are becoming 
familiar with their use. The evidence contained in Tables XV and XVII 
supports this development.
computer use, but only 52% of FE Student respondents fell into that category. 
It cannot be stated at this point, nor does the research contain the 
necessary evidence to support a statement, that in time, all FE Teachers 
will be required to learn how to use computers. The alternative could be 
the employment of specialist Teachers who will cover a wide range of 
subjects by means of computer programmes.
However it should be noted that Educational Technology, from the simple 
techniques of chalk-board writing to the study and mastery of a variety 
of devices for the advancement of learning, will not only remain an 
essential component of FE Teacher education but will increase in scope 
in the future as a result of technological advancement.
Use of Language (English)
The main language of communication in British colleges and youth clubs 
is English. Its study under such titles as ’Use of English’ or 
’Language and Learning’ has rightly been emphasised in the curricula of 
training for FE Teachers. It is a very specialised area of Teaching and 
it is not the intention of the researcher to examine or evaluate syllabus 
content. The intention here is only to compare the responses of the FE 
Teachers and Youth Workers to its study and use.
The extract from the questionnaire data given below shows that the FE 
Teachers have a pattern of replies that is distinctly different from that 
of the Youth Workers:
' Language Use (English)
vr f r rs nr na
FE Teachers study of 14 7 3 3 5
use of 15 7 2 3
Youth Workers study of 2 2 5 2 6
use of 4 5 4 1 4
FE Teachers see the value of the area of study both at the time they are 
coming to terms with it and in practice in their colleges. Youth Workers 
on the other hand, seem to have little or no experience of it.
Language is the major vehicle by which communications pass from one 
person to another and yet one section of the research respondents seem to 
have spent little time in evaluating or learning about it. Bourne (1983) 
asserts that it is a skill which all need to posess;
*1 suspect that certain skills are necessary across the board. 
The most obvious is verbal communication, a skill which has 
to be used in every job. Similarly written communication 
will come very low. Yet the Education system put enormous 
emphasis on the latter.’
The examination of some of the research findings undertaken in Chapter V
encounter groups as a way of working and as a tool for training. The 
examination of some of the literature demonstrated the degree of thought 
that has gone into these forms of communication and how they rely upon 
the spoken word as part of their processes. It has also been demonstrated 
that Youth Workers use group work as a major tool. Banks (1981) emphasises 
his belief that Youth Workers have a better way of communicating with 
young people in the area of social and life skills than do PE Teachers.
Yet the special study of the use of language does not appear to feature 
in Youth Work Training.
It might be legitimate therefore for it to be stated here that if Youth 
Workers are to continue to be trained in isolation, then the study of 
language in its relationship to learning should feature in their curriculum
It was demonstrated in the examination of the background to the 
research in Chapter I, that in 1944 the McNair committee made 
recommendations that courses of training for PE Teachers and Youth 
Workers should have almost identical curricula without suggesting that 
they should be educated and trained together. Their proposals made it 
possible for separate courses for Teacher and Youth Worker training to 
operate with some Teacher education having Youth Work options (pages 3-5) 
No recommendation was made that PE Teacher education should contain Youth 
Work options. Consequently, PE Teacher and Youth Work training took 
separate routes.
Youth Work Training
Training for Youth Work began in the Christian Institutions of the 
country in the nineteenth century and Christian ideals dominated the 
aims and objectives of the Service as a whole until after the 1939 - 
1945 war. The base for action then changed as succesive reports drew 
attention to what they saw as changing needs of young people in a 
changing world.
Youth Workers have held different and sometimes conflicting views about 
the purpose of their Service. These differences are summarised on page 11 
Most Youth Workers will acknowledge however that it has been accepted 
practice for decades that Tgroup-work1 is the usual medium through which 
the Service operates as demonstrated by the replies to this enquiry. 
Consequently, Youth Workers need to be trained in all the techniques of 
group-work.
The 1969 report of the Youth Service Development Council suggested that, 
the aims of the Youth Service should be expanded to include community 
development and counselling (pages 14 - 17) and that training for Youth 
Work should incorporate the necessary skills to enable the Worker to 
meet the new demands.
Some observers (see the comments of Banks and Watson in the Addenda) 
maintain that this change in emphasis has led to a weakening of the 
traditional role of the Youth Worker with consequent loss on the part 
of the young people. They further maintain that Youth Worker training 
lacks the necessary structure to meet the full demands of day to day- 
planning on the part of the Worker.
PE Teacher Training
While PE Teacher education and training grew out of the same Christian 
roots as the Youth Service and reflected the same kind of experience
for the special needs of ’Technical Teaching* prior to 1944(pages 17 - 25). 
The oral evidence of Jameson (Addendum B) outlines the problems faced at 
that time, while the evidence of Appleton (Addendum D) illustrates the 
difficulties to be overcome by a College of Education in attempting to 
meet the challenge of change.
It may be stated that until quite recently, the needs of. Technical 
Education and consequently of Technical Teachers has changed little.
The major concern over the years has been for better facilities for 
Teachers and students (as reflected in the various published reports) 
and to ensure that more PE Teachers were trained.
When Technical Colleges grew into Colleges of Further Education, changes 
in curricula produced changes in the kind of people recruited as Teachers. 
More humanities graduates became PE Teachers and the role of the ’Technical 
Teacher as an interpreter of the world’ as well as being a technical 
expert became less important (see page 3). Recently (1979 — 19^3) 
kind of people who enrolled as students has changed. The influx of 
people who were educational underachievers and in some instances social 
misfits, has produced changes in the curricula and ethos of PE colleges 
on a scale never before experienced. These changes require Teachers 
who are trained in a different way and who possess skills more 
akin to those of the group-worker.
Research Findings
The replies to the first two questions posed in the introduction namely
What parts of a course of study are viewed by respondents as 
having relevance at the time of study
and
What parts of a course of study have value in -practice 
can be summarised together.
PE Teachers, including the newly qualified Garnett cohort, demonstrated 
that those elements in a course of study which the research graded over 
50$ were the following:
Teaching Practice 
Special Subject Studies 
Teaching Method 
Psychology of Education 
Sociology of Education 
The Garnett cohort added Educational Technology and Language Use (English).
The same respondents listed the following elements as having relevance 
to their occupation:
Teaching Method. 
Teaching Practice 
Special Subject Studies 
Language Use (English)
Educational Technology
The PE Teachers in the main sample added Programme Planning while the 
Garnett cohort added
The very practical nature of what may be regarded as the ’core* elements 
in a course of PE Teacher education are illustrated in the diagram: on
page 86.
Those respondents to the questionnaire who were Youth Workers and who 
had a Youth Work- Qualification identified a common group of study areas 
relevant to their course and to their occupation. Those having a score 
of 50jo or more were:
Principles of Youth Work 
Pield Work 
Group Work
Human Growth and Development
Programme Planning
Counselling
Administration
Sensitivity Training
Pastoral Care of Young People
It was demonstrated in the research (Chapter IV) that those Youth Workers 
who had a Certificate in Education, identified a different list in their 
course of study from those with a Youth Work Qualification. This is to 
be expected because of the curriculum they were following. When examining 
this group of respondents’ lists below, it will be recalled that all 
except four in the relevance to use replies coincide with the Youth 
Worker list for relevance to use. (see Figure 17 page 88)
Psychology of Education 
Sociology of Education 
Counselling
Elements of Study Elements of Use 
Pastoral Care of Young People 
Counselling 
Group Work 
Programme Planning 
Pield Work
Principles of Youth Work
Teaching Practice
Special Subject Studies 
Teaching Method
Psychology of Education 
Sociology of Education
Human Growth and Development 
Sensitivity Training 
Sociology of Education 
Psychology of Education 
Language Use (English)
Teaching Method
While the last four items on the list of relevance to use obtained a 
ranking over 50%, they were considerably lower in grade than the rest 
of the list.
It was demonstrated in the text and is illustrated above that there is 
nothing in common between the core elements identified by PE Teachers 
and Youth Workers. At this stage of the investigation therefore, there 
was no evidence to suggest that the training for one profession would be 
of value to the other.
The extraction of the details affecting responses to theoretical 
studies -in Addendum J, illustrates the very varied views held by those 
who design curricula and those who are in receipt of it. The facts 
in the Addenum reinforce the opinion previously expressed that there 
is the need for research to be undertaken into the way theoretical 
concepts are presented in courses of vocational preparation.
(see Addendum K)
The third question in the introduction asked
What techniques or stimuli are most frequently used 
by respondents.
The extract on page 98 (from Tables XIIB and XIIIB) produced the 
following results:
PE Teachers Youth Workers
Discussions Discussions
Handouts Team Work
Questioning Programme Planning
Forms of Assessment Games
Lesson Planning Questioning
Lecturing
These replies received a score of 70% or above in the ranking 
calculations and are chosen on the basis of use of atleast once a month.
stimuli least used (below 10%) were
FE Teachers Youth Workers
Visiting Speakers Use of Computers
Visits of Observation Use of Overhead Projectors
Expeditions Syndicates
These lists demonstrate that on the one hand Youth Workers have no need
of specialist equipment or activity adapted for Teaching which is to
be expected, and that there is a tendency for FE Teachers to limit the
kind of stimulus that can come from outside the college.
These findings were later examined in the light of the replies received 
to question four.
To which techniques or stimuli do they personally 
respond when in a learning situation.
The summary on page 98 showed that the responses of FE Teachers and 
Youth Workers as one group and FE Students as the other was as follows:
FE Teachers/Youth Workers FE Students
Discussion Discussion
Questioning Projects
Tutorials Demonstrations
Demonstrations Investigation by Films
Handout s
Investigation by.Television 
Visits of Observation
The above extract is based on a ranked score of 50% and above.
The lists show that respondents prefer participatory learning activities 
to any other. A comparison was then made between the prefered techniques 
and stimuli of all respondents and those regularly used by FE Teachers 
and Youth Workers. So as not to be too dismissive of techniques which 
might have limited or specialist use, a ranking of 40% and over was used 
on this occasion. Only those techniques that are used in the class-room 
or the youth club have been included.
±»'±u Teacner
techniques
Discussion Discussion
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Discussion
Questioning 
Lecturing 
Exposition 
Demonstration 
Case Studies
Handout s
Projects
Use of Television
Games
Questioning 
Handout s
Projects 
Demonstration 
Investigation by Films 
Handout s
Case Studies
Investigation by Television 
Visits of Observation
Buzz Groups
Visits of Observation
Use of Films
Demonst rat i on: Workshops
Investigation by Experiments
Questioning
Fieldwork
Buzz Groups 
Tutorials 
Seminars 
Expeditions
Investigation by Models
Of the sixteen items in the Respondents’ list, only five appear in the 
FE Teachers’ and ten in the Youth Workers’. It may be argued that Buzz 
Groups, Tutorials and Seminars are special settings in which discussion 
takes place. On the other hand, it is the special setting which makes the
exception) that the constraints of staff - student ratios and time-table 
commitments prevent the use of those circumstances which rely upon small 
numbers for their success.
It is interesting to note that not even the FE Teachers as respondents 
gave Lectures and Expositions a high grading even though they use the 
methods very frequently. This further emphasises the point made above 
and in the text on page 111 that Teachers are frequently constrained 
by the circumstances in which they work. The Youth Worker has greater 
freedom to operate as he choses.
Results listed on pages 99 "to 106 show the number of respondents who have 
little or no experience of certain techniques or stimuli. The use.of 
computers in Educational settings is a recent phenomenon consequently 
no surprise is expressed at the limited experience respondents have of 
their use. One can be surprised however at the limited experience of 
respondents of other machines, models, experiments and some participatory 
activities which have been used by Teachers for many years (figure 16 
page 105)
learning experience unique. Teachers will argue (and FE Teachers are no
listed by this group of respondents fall into the following categories.
10% of FE students listed:
Questioning 
Role Play 
Tutorials
Investigation by Taperecorder
Between 5% and 10% of the FE Teacher/Youth Worker sample and FE student 
sample identified the following:
Teacher/Youth Worker FE Students
Games Exposition
Ice Breakers Games
Role Play Handouts
Investigation by Models Ice Breakers
Projects
Seminars
Simulation
Visits of Observation 
Computer Assisted Learning
Consequently, it can be demonstrated that there are a number of elements - 
almost as many as the most popular - which will be positively disliked 
by a small percentage of those present. Dislike usually arises when one 
has had.a bad experience on a previous occasion. It is essential therefore, 
that those leaders on whom falls the task of providing stimulus in 
class-room or youth club,should ensure that they are fully competent 
in technique to be employed. If there is antipathy on the part of a 
member of a group, particularly if that person holds some form of 
authority within the group, then the whole experience can be a total 
failure.
From the results of the replies given to questions three and four in the 
introduction, it has been demonstrated that a majority of the respondents 
prefered participatory type activities as a learning medium and of 
these discussion was the most favoured.
FE Teachers and Youth Workers also listed discussion as their most 
frequently used activity. The value Teachers of a variety of subjects 
place on this technique is oulined on pages 114 and. 115• Discussions, 
by definition,take place in groups (page 113) consequently, if for no 
other reason, FE Teachers and Youth Workers can be described as group--
worxers ior parx 01 xneir xxuie.
FE Teachers and Youth Workers occupy the designated role of Leader, "but 
they must he able to recognise that at different times various members 
of the group will exert leadership. Their training must prepare them 
for this.
In the context of this research, begun and continued against a back­
ground of student underachievement and adolescent unemployment, the 
value of the group experience has been emphasised. The comments of Banks 
Nightingale and Whitelock are important in this context (Addendum E and 
page 117). There were writers however who warned against the haphazard 
use of groups and suggested that for some people, group membership can 
be destructive of personality, personal objectives and moral precepts 
because of the behaviour of other members of the group.
It is essential therefore that all group workers are trained. The literature 
search demonstrated the variety of processes which have been advocated for 
training based upon the observations and research of different practitioners. 
Observers assert that more than the named activity takes place between the 
participants of a group and this has been named ’group dynamics’ (page 116).
In recapitulating the forms of training advocated for group—work, one is 
reminded of the important comments of Smith (1980) which have the strong 
support of this writer:
’ ... before anything else, an intending group leader must 
have had extensive experience of groups as a participant.
This experience must not simply be a matter of having ’’done 
time” in groups. There must be evidence that both in the 
eyes of oneself and of others, one can where appropriate give 
and receive feed back, self disclose, be aware of one’s own 
and others needs, and carry through a variety of initiating 
behaviours in group settings.’
Smith underlines the need for group leaders to be totally aware of 
what is happening in their group and consequently one of the essential 
ingredients of training is the acquisition of a sensitive awareness of 
the needs and objectives of other people.
of enabling a person to learn things about himself and his relationships 
with other people (Aronson 1976).
A traditional method used for this purpose has been the T-group (page 120) 
where learning takes place as a result of the interaction between the 
people present. However the initiator has no control over the form of the 
experience or of the learning taking place. The examination of T—group 
activity in this document underlined the problems for some participants 
who become seriously disturbed by their experience. The views of Argyle (1969) 
were emphasised when he stated
1Unless T-groups can meet the problems of creating 
serious emotional disturbance in a proportion of 
trainees they should be discouraged1.
Other forms of sensitivity training exist and some of these were explored, 
in detail (pages 122, 123). It was also shown there however (page 124) 
that many of the activities employed in these instances are those which 
receive very low ranking from respondents. It has been illustrated 
elsewhere in this document that if users of techniques such as role-play 
and simulation are fully trained and experienced as advocated by Smith, 
then these activities are worthwhile aids to learning.
Forms of group-work training have also been given titles such as
psychodrama, self help groups and situational group training. The
-researcher gave some illustrations from his own and others activity and 
research, of the way in which the latter named can be utilised (Addendum C). 
This review also demonstrated that there was a greater degree of safety 
in this method than in the T-group.
There is no set method or process that can be universally recommended by
trainers or practitioners, but it is recognised that where an individual
is highly skilled in the practice of group—work, then a succesful outcome 
to heg-r activities usually follows.
Further examination of the associated literature revealed that other 
kinds of activities become attached to group leaders such as Counselling 
and Pastoral Care and this fact was illustrated by the research findings.
Counselling in FE and Youth Work takes two forms. There is the professional 
Counsellor who has a designated role and who should be specially trained, 
and there is the counsellor who, by the nature of ■ .he.t- work, is so 
designated by others. Both forms can lead into involvement in Pastoral 
Care.
increasingly required to be group workers to meet the needs of course and 
club members, and that group work techniques inevitably led to pastoral 
care and counselling activities, courses of training should be designed to 
cover all these aspects of their roles. Hot as discrete and isolated subjects 
but by the adoption of a thematic approach. Through the forms of training 
described in Chapter VI, group workers would learn to be aware of the 
counselling and pastoral care needs of their members and of the inevitability 
of their need to acquire more than a passing interest in the techniques 
involved.
It was further suggested (Addendum K) that FE Teachers and Youth Workers 
might benefit from the presence of trainees for other professions who were 
required to train as group workers.
Planning as a necessity of daily activity as well as an ingredient of 
training was part of the consideration of the research. Banks (1981) and 
Watson (1983) suggested that despite the prominence given by Youth Workers 
to programme planning in their replies, very little activity resulted from 
their endeavour. Banks in particular was very scathing about what he 
observed in the Youth Clubs in the Greater London area.
An examination of the way in which FE Teachers are encouraged to think 
about planning (Blackman and Jones 1980) demonstrated that similar processes 
would be of value to Youth Workers.
The way in which respondents were inducted into their first posts was 
illustrated by their replies to the final question
What form of professional support was available in 
their first appointment
29% had the support of a consultant, 34% were given advice when they asked 
for it while 37% were given little or no support, (see pages 135—6) Tlie 
analysis and the discussion of the findings of the research demonstrates 
that employing authorities cannot afford to leave newly appointed staff to 
FE Teaching and Youth Work posts unsupported to the degree illustrated above.
Further, the analysis presented on page 136 illustrates the isolation from 
colleagues generally experienced by FE Teachers. 74% of Youth Workers take 
part in some form of weekly team activity while only 33% of FE Teachers 
find themselves in a similar position. The isolation in classrooms tends 
*'• to prevent the teacher from building networks of support for students in 
need.
The research reveals that advantages would accrue if for at least part 
of their course of study, FE Teachers and Youth Workers were trained 
together. A common core curriculum could he based upon the acquisition 
of group-work techniques.
If this recommendation is unatainable then:
FE Teachers could benefit from a changed precept ion of their role from 
Teacher to Teacher/Group-worker. This would require that their training 
placed equal emphasis upon group processes as upon exponential 
techniques.
Team teaching as a regular feature of classroom practice would be of 
value to the FE Teacher and the student — particularly the kind of 
student borne in mind during this investigation - and this too could 
be an outcome of group-work training.
While Youth Workers already regard themselves as group—workers, the 
attention to detail for group—work training suggested in the text 
when courses for Youth Work training are being planned. Further,
Youth Work courses should pay more attention to the study of language 
and learning.
Youth Workers could benefit from greater awareness of the techniques 
of planning and of the thought processes which inform it.
The teaching of_Educational Technology will continue to be a feature 
of FE Teacher education and will need to be expanded to take account 
of new and developing facilities which exist to help the teacher.
All courses, of vocational preparation should be more thematic in their 
approach so that they not only allowed for greater integration of 
theory and practice, but also enabled participants to obtain a far 
more comprehensive picture of the nature of the profession for which 
they trained.
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Oral evidence from C.Jameson, First Principal of Garnett College,
March 23 1983.
Mr Jameson was asked -to describe -the kind of training he had had for 
teaching.
fI went through the regular system of Grammar School, University and 
post graduate certificate which was finished in 1928 - took up a 
secondary school for one year then to Sunderland Technical College 
which was one of the best Technical Colleges in those days. My post­
graduate teacher course at Kings College, was aimed at training me to 
be a teacher in a grammar school.
Many people who went through the post-graduate course at that time 
would criticize it as being useless for a person who was going to teach 
in a grammar school. Not practical enough, too philosophical and no 
good in the practical affairs of teaching. Content was:General Principles 
of Education, which I did under Percy Nunnj Psychology under Cyril Burt; 
History of Education under Professor Dev Wilson. I jibbed in those days 
at experimental psychology. General Method and Special Method — this is 
where the course fell down. Some of the tutors did not care and some 
did not know much about it either. Teaching practice was two days a 
week. The course was more philosophical rather than concerned with the 
practical affairs of the class room. One learnt on teaching practice and 
if you fell under a good teacher it did you a lot of good because you 
were there two days a week.*
When you got to Sunderland Technical College, how did you begin to adapt 
all of this experience to your needs?
TIt was all going on without knowing it more than anything else. When 
I got to the secondary school and taught the senior boys, then I did 
begin to see some of the things in the right light and say to myself — 
these boys are doing some silly stuff in science. Ifm going to change 
it and did so in the light of the things I'd heard.
When I came to Sunderland (of course Sunderland was a senior college) 
nobody under sixteen and students were on sandwich courses from industry. 
Two years after I joined the college we became affiliated to Durham 
University to take their degrees in Engineering.
Technique was really lecturing, I mean, it wasn't teaching in any sense 
and of course this has always been. I sometimes think in technical and 
further education that has worried me a little in that people say — 
we are not teachers we’re lecturers. Which meant that the basic thing
work to back-up your theory. But your technique of teaching was not 
much of the cut and thrust of the classroom but rather the technique of 
the lecture theatre.
What happened to me was that I went to an elementary school where I had 
to damn well teach or I was finished if I didn't interest my students.
In the Physics Department where I taught (Sunderland) all three people 
were post-graduate trained for Grammar schools and had got into Technical 
Education to a large extent by accident.
The value of the post-graduate teacher's course then became evident in 
this way: all that you had sat back and thought about the course, all 
that you had criticized had a tremendous influence on what you "did. It 
might not do it in the lecture theatre, but it certainly did it in the 
lab. I found it especially with evening class students where you 
constructed a lecture, the orderliness of them — now we are comming round 
to Garnett College method studies — the presentation, as distinct from 
subject matter, then became a very important thing in our work.
I have tried to show you that the background which the teacher training 
had given us, I think, played an important part in our work but it did 
it unconsciously. There was no such thing as staff meetings at Sunderland 
or any colleges that I knew of - getting together on what today would 
be called staff development. We never thought about that, I never knew 
what the Engineering department did.'
Circa 1939?
'I was asked to help Durham University in the matter of teaching 
practice for science graduates and later to help with courses for mining 
instructors. Week-end courses were organised. I thought — there'.s' no 
Philosophy, there's no History, what I've got to do is give them some 
practical hints on teaching - call it the tricks of the classroom if 
you like. That's where I started, the very first course,
"What leads to succesful teaching?" I would start. You must create 
interest. You must, subject wise, have your subject matter orderly and 
so on. You must be prepared to put some questions to the class and be 
prepared for some questions to come back at you.
Thats all that was going on in teacher training in the area. Jenkinson, 
the first principal of Bolton College of Education (Technical) was running 
courses for all part-time teachers under the aegis of the Institute of 
Education of Manchester University.
College. Mr Jameson made reference to the support given by Macauly 
Painter the sponsoring HMI for Technical Teacher Training after the 
1939-1945 war.
'Painter put some ideas on paper which gave a guide to the new colleges. 
First course only six months long — every student had to be twentyfive 
years of age — every student must have some kind of qualification — 
everybody must be interviewed.
Eight weeks teaching practice in the middle of the six months. Those 
students who failed to get a job after the six month course were allowed 
by the Ministry of Education to return for a further three months after 
Easter.'
(jenkinson and Jameson fought for a one year course and so the six-month 
course only occured once at Garnett)
'We set off with the definite idea that the course could not become just 
a few tricks for the classroom. Jenkinson and I had to fight Painter on 
this. We were educationists and we wanted the course to be a bit more.
We did not have Philosophy — that word would have frightened any practical 
Engineer — so'we had background studies which would enable us to start 
the teacher on his way to thinking about his teaching. And you don't 
do that by simply giving a few tricks for the classroom. You’ve got to 
go for more than that. You've got to show that the tricks for the < 
classroom arise out of your thinking that way. And that's the way we 
started.
I think I established the right kind of weighting between philosophy 
studies as compared with method. We had an hour on principles which 
included psychology; the history of Technical education. That was very 
limited and did not take more than four hours a week plus group 
discussion. Eight hours a week out of a twenty hour time table. Then 
you had your general method studies which was classroom management really 
and subject management in the classroom. In addition to that was your 
special method where the college broke down for the purpose of specialisms,
You used a very interesting phrase earlier where you talked about 
classroom management. That seems to be something on which we no longer 
concentrate.
'Classroom management must include subject management - if your going to
separate m e m  you. uiuso utJcu.- uubn -lh mxiiu wucn u axjxxii.g, ctuuuu on cm. xu. uy 
early days of teaching, even in the secondary school, one was very 
conscious that when you first started teaching you could get very much 
off the heat and waste time because you weren't organised. That's 
management.'
The following extracts are taken from the conversation which became 
very diverse at times.
'What was beginning to happen (at Garnett) was we got into the daring 
position of a lecturer in the college didn't only get up and talk about 
what you should do, he exposed himself to criticism and stimulated 
discussion by doing it himself.'
A question was put which asked Mr Jameson to compare the content of his 
own post—graduate certificate course with the curriculum he instituted 
at Garnett.
'I think a lot,in the sense that when we got together with Painter some 
of the things that were the main elements of any teacher training course 
were put down on paper and that's where we began. I think as a very 
definite difference we emphasised the practical affairs of the classroom 
as distinct from the University theoretical side. .... I think the two 
year teacher training courses were linked with the University Institutes 
of Education and got their feet off the ground a bit.
An inspection by HMIs was surprised at the way Garnett had its feet on the 
ground a little more solidly than what they'd expected. We had to!
Because the people we were teaching were practical affairs people who had 
been out in the world. They weren't just schoolgirls straight from the 
sixth form of the Grammar school.*
'Another part in which I became interested until near my retirement 
was running part-time courses for part-time teachers all over the south 
of England. ... Mainly weekend courses for people still in industry and 
commerce, teaching in the evenings in a local Technical college. ... There 
again your emphasis was on the practical affairs of the classroom. ...
The idea was to lay down some fundamental ideas similar to the mining 
course. ... We were trying to get the part-time teachers to see that they 
could interest their students by getting them to be active participants 
in the class.'
The records relating to training courses for Youth Workers organised 
hy Jean Henry and Bruce Vincent are filed at Garnett College of 
Education (Technical) London. This addendum presents extracts from 
those records and contains descriptions of some of the group activities 
used to increase an awareness of the needs of others (sensitivity 
training), develop personal skills and an understanding of group 
processes.
Courses extended over a period of twenty weeks and included three 
residential week-ends. Exercises were introduced at appropriate stages 
in the course, but not before participants had studied the theory and 
practice encapsulated in the activity. Subsequent to this series, some 
of the exercises have been introduced into courses of Teacher education.
Series A
Course members were confronted by a series of activities which required 
the exercise of different leadership skills and group co-operation for 
their solution. At the start of the exercise, no one person was designated 
leader. The main purpose of the series was to test a group's ability to: 
recognise the nature of the problem 
identify the skills needed to solve it 
determine who was best to lead 
plan their strategy 
carry out the task 
involve every member of the group
There was no set order in which course members were introduced to the 
various exercises. It was usual for four groups of people to follow the 
series at the same time so each would have a different starting task.
Each exercise was sited in a different room so that groups were isolated 
from each other as they tackled the series. Tasks were timed to ensure 
comparability and the usual time span per task was twentyfive minutes.
Each group was accompanied by an observer whose function was to read out 
a description of the task to be done (so that the instructions were the
same iur everyuney cuia uu .t^ee^; a. rc.uuia ui one wey uixc gruu^ j prugrcsccu, 
The observer was not allowed to answer questions. Groups were composed 
of women and men and the women were advised to wear slacks.
Task 1. The group is presented with two cards 5” "by 3" in size. On
one card is written a message in a code based upon the Greek,
or Russian, or Arabic aphabet. The other card contains the
key to the code.
Observer: Your task is to decode the message.
Task 2. An obstacle course is constructed which requires participants 
to climb over and under objects — even sometimes negotiating 
a step ladder the wrong way. A length of rope is in the room. 
Observer: Having pointed out the route to be taken states — 
your task as a group is to negotiate the obstacles in both 
directions while tied together at your' right ankles.
Task 3. The group is asked to plan a programme of events such as one 
of the following
a junior Youth Club programme for six months
a course of social skills for teenagers
menues for a one week residential course 
a camping week-end 
Observer: Your task is - ,
Task 4* O*1 ’the floor behind some tall screens and hidden from the
group is the outline of an island made of rope. Within the 
outline are placed three or four common objects.
Two triangular bandages are provided plus paper and pencils.
. Observer: Behind the screen is the outline of what could be 
described as an island formed by a piece of rope. Within the 
outline are some special features. Your task is to draw an 
. accurate map of the island. Your only means of obtaining 
information is to send people into the area who are blind­
fold and who can take nothing with them.
Task 5 The group is presented with paint and brushes and a piece of 
strong paper 101 by 21".
Observer: Your task is to paint a picture.
When all tasks have been completed, the observer conducts a very detailed 
examination of the performance of the group as a whole and of individuals
whether the group was satisfied with its performance. The role of 
individuals as leaders and participators is discussed. Subjective as 
well as objective comments are expressed. The group then prepares a 
report for the whole course which is presented by one of them. Part of 
the whole course analysis will be to discuss if the starting task and 
sequencing had any effect on the way groups functioned.
Records show that on only one occasion did a group completely break 
down as a result of the activities of one member. It was felt by course 
observers that this would have occured to any group to which he was 
attached. There were some occasions when people objected to the obstacle 
course and on some occasions participants did not join in the decoding 
exercise (not because they were excluded which is a phenomena of this 
task) but because they detested that kind of activity.
Series B
In this exercise participants encountered three situations in which a 
designated leader operated in a particular way. They differed from 
T-groups in that no one person was singled out for special attention.
The encounter was with the group as a whole. The analysis afterwards 
concentrated on what it was like to be a member of a group in those 
circumstances.
Encounter 1. The group meets an initiator who demonstrates all the
characteristics of an authoritarian operator.
Encounter 2. Here the group is invited to participate in activity
by a person who is very co-operative.
Encounter 3. This situation contains equipment and materials or
literature normally used by group members in their 
work or leisure or interests. A person is present who 
tells them to make some use of it and then exhibits no 
further interest in the proceedings.
Participants encounter examples of the well known descriptions of 
leadership/teaching styles - authoritarian, democratic, laissez faire — 
and are able to assess their reaction to them. It is hoped that those 
who have not previously identified their method of interacting with 
other people will do so and will obtain some idea of the effect that 
they produce.
series o
This can "be classified as a model in the genre of business games, it is 
a simulation in which participants are asked to perform tasks appropriate 
to their level of training or expertise. An outline of one example 
would be:
A small group of people (about 4) are newly appointed leaders 
in a youth club.
Phase one requires that they prepare for the opening of the 
club in four weeks time. They are given basic information 
about premises and equipment. ,
Phase two is set six weeks after the club has opened. They 
are asked to deal with a variety of events such as a visit 
from a youth officer, or a group of kids causing problems, 
against the background of their own preparations.
Phase three occurs six months later.
As with similar business games, time scales are set (minutes for days) 
and points are scored' or lost (as club members) according to the way 
they plan their work and handle crises.
This exercise failed on only one occasion when a group of participants 
had made their task too complicated.
It is recognised that these series can be identified as modifications 
03? developments of other, interactionist models used. by psychologists 
and sociologists. Their style is advocated because if an individual 
participant does have an adverse experience, its nature is such that 
the situation can usually be restored to normal in a short space of 
time without the individual having a nervous breakdown.
It is our experience that the majority of participants have an 
enjoyable learning experience.
Jean Henry 
Bruce Vincent
ADDENDUM D
Extracts from an interview with Mr.T.Applet on, Associate Vice- 
Principal, Garnett College of Education (Technical) y 1981.. Mr. Applet on 
has been a member of the college staff for twenty years.
The first question was to ask for recollections of the college 
curriculum when he joined the staff.
'it was much simpler than it now is. The college only ran a course for 
a teaching certificate with some short courses for serving teachers.
The content was much more or ented towards Special Method than it now 
is. Indeed, just before I joined the staff, as a result of an 
inspection by the University of London Institute of Education, the 
college had been advised to set up an Education department. It hadnft 
had one until that time.1
(the college syllabus for 1962 is included in the Appendix)
Mr Appleton then draws attention to the nature of change in the college.
throughout the life of the college I think, from what people told me 
when I joined the staff, and certainly since, change has been consistent 
and gradual. There hasn’t been a point in time when you can say when change 
occured although there have been occasions when new syllabuses or 
course structures were published. The published material has only brought 
up to date on paper the changes that were going on.’
Has the college responded to changes that were occuring in the PE colleges 
or has it been an innovator?
’I think its very much a mixture of both. There’s a sense in which 
clearly it’s responding to what’s going on outside. We couldn’t start 
training teachers of hairdressing until there was a demand for those 
teachers in the system. On the other hand, when hairdressing started 
to be taught as a subject in PE, it was the fact that Garnett immediately 
responded by taking in such teachers for training, that led.to those 
teachers looking to Garnett and the other colleges for a course in the 
methods of teaching their subject. So its a mutual development that goes 
on in the system and at Garnett College.’
How did the college set about identifying the separate items of the 
syllabus such as Teaching Method, Special Method etc?
I ithink its a matter of scale as much as anything. Taking the extreme — 
if you’ve got a college which is training ten or twenty students only, 
then this is going to be done with those students almost entirely in 
one group; there is no need to differentiate between what is General 
Method, what is Special Method and what is Theory of Education. But as 
the college has grown, the economies of scale that are possible by 
sorting out those elements of the curriculum that are common to all 
students from those which are best looked at separately — for students 
of particular subject areas — enables one to be more efficient in 
providing more attention to each student through the course.
Through the years, as the college has grown from enrolments initially 
as low as forty, through the stage when I joined (it was between 60 
and 100) to the present number of 400, we have progressively sorted 
out the material — and changed as we have gone along. So that topics 
like Sociology and Psychology and the Context in which it takes place — 
which we used to call History — and the Philosophy or Principles of 
Education, have been taught at the same time to the entire college.
Then the college progressively splits down and even what is called 
General Method or Teaching Method is dealt with in large groups of 
mixed subject disciplines, but nevertheless in groups which have 
something in common. Then one splits down to small specialist groups 
and then down to tutorials.’
What are you comments on the development of the Certificate course 
over the years?
’There have been two main ways in which it has changed. First of all 
the nature of the course has changed. Taking a typical student, say 
an Engineer from one twenty years ago. Twenty years ago it was very 
much based on Special Methods of teaching that subject area in the 
classroom supported by some education. For instance, twenty years ago 
there was no Sociology taught at all; there was a choice between doing 
Principles of Education or History of Education and it was only the 
Psychology that was followed up by a seminar. So that side of the 
course was smaller compared with the Methods of Teaching than it is now.
Then it has changed in another way in that, as a result of responding 
to the variety of types of teacher that want training, it has changed 
from a course that was almost entirely concerned with the training of
Technical teachers (as indeed reflected in the original title of the 
college), to one which is very much concerned with the whole range of
teaching the 16 to 19 year olds as it goes on today.
The thing is perhaps highlighted by the fact that when I joined the 
college, although we had set up a department to cope with the training 
of the teachers who would be employed in the County Colleges as 
envisaged in the 1944 Education Act, because the County Colleges were 
not developed,that department in the college was almost dying. It only 
grew from the General subject department into the Faculty of Humanities 
and Business Studies comparitively recently.
We have had as a college a policy that we would accept for training 
anybody who can be seen to have a job opportunity in the system. As the 
system has changed the areas which it provides courses for, then we’ve 
responded to those needs, Hairdressing is one example that has grown
in recent years. I suppose the other would be in the area of more
general Education for the 16 to 19 year old. Of course more recently 
the Educational Disadvantaged Unit and its work and now the training of 
teachers particularly for the YOP and TOP provision.
On the other hand there have been changes in fashion in teacher training 
generally. What should go into the theoretical knowledge of the teacher 
has changed considerably. More Sociology has come in: a different 
attitude to how much History and what sort of History should be put in 
has become prevalant. There have been discussions about whether there 
are general theories about education as opposed to separate disciplines 
in the theory of education which should be studied. In that our courses 
have been validated by the University of London and we’ve had professional 
contact with the staff there both through the committees we’ve attended 
as well as our own staff engaging in their own personal development by 
attending courses at the University; all this has led to these influences 
affecting the thinking we’ve had about our own courses. So there is a 
sense there in which we have responded to changes from outside.’
In that Garnett had had this contact with the Institute, it cannot be 
accused of being a college in isolation. Presumably the contact with 
the other three colleges hab also kept it in touch?
’The four Colleges of Education,Technical, as they were called have almost 
every year for the past 25 years, had an annual conference of all their 
staff - at least all their staff who wished to attend - that has ensured 
that they have, more or less, developed in parallel keeping some 
compatability between the course provision. The contacts with the 
Institute of Education have been less deliberate and formal in that 
sense, although in some ways they’ve been even more influential on the
Later, Mr Appleton was asked to comment upon the changes brought about 
by a change in college validation - from the Institute of Education to 
CHAA.
*1 go back to what I said at the beginning. There arenft any dramatic 
changes in what we do. The changes that we are on paper making in 
describing the course as it is now being transferred to CEAA are only 
reflecting the modifications and changes we were progressively 
introducing over the last three or four years in the old London course 
anyway. Had it not been for the fact that it was clear there was going 
to be a need to change we would have revised the scheme of examination 
and the syllabus of the Certificate with London four or five years ago.
We didnft for two reasons.
First of all at that time, London was heavily committed at the Institute 
of Education with setting up the new unit degrees for the schools 
sector at a time, you will recall^-when there was still thought to be 
the need for an expansion of teachers. A vast degree structure with 
hundreds of units was created, only to be not used because all the cuts 
came in. But as a result of all that they asked all colleges providing 
their certificates to introduce no changes on paper for four or five 
years. At the same time, being very tolerant of changes in style and 
schemes of work which went on in the meantime. So all we’d done in the 
transfer is to catch up with the process which properly, I think, is 
continuous.
What have we been doing in that process? I think we’ve been steadily 
introducing more and more opportunities for students to choose both the 
way in which they learn and what they learn in so far as that is 
compatible with the course aims.
So that - going back in order to make it clear - twenty years ago with 
a small college one had to be very rigid because of the limitations of 
physical and human resources one had got. An Engineer training to be a 
teacher, by and large, had the same course as the next Engineer training 
to be a teacher. How we are able to say to that Engineer - look, here 
is the education course. We don’t tell him that its more extensive than 
it was twenty years ago because that to him is meaningless, nevertheless, 
he is able to choose to study in greater depth whichever parts of it 
he decides he wants to study. He’s able to do that by attending the 
lectures (as he could have done twenty years ago) but he can also do' it by 
either repeating the input .from our resources area, that is actually
to summaries of the material on sound tape, or he can do it by using 
the study guides which we issue with directed reading - reading in the 
sense of going of and reading a chapter of a book.
All of these are extensions of and alternative ways of studying which 
weren’t available in a small college that had less human and physical 
resources.
Also, we have become more knowledgeable about the way in which the skill 
of teaching can be broken down — that’s the practical skill of performance 
in the classroom. This is in common of course with the research that has 
gone on in education as a whole about the skills of skill teaching. So 
we introduced many years ago the elements of micro teaching, and 
developed that in the college so that there is now much more structure 
to the practical exercises which we set students in teaching workshops 
or teaching studies.’
Talking about the development of resources in the college Mr Appleton 
said:
’What we’ve done here in the Way in which we’ve integrated the material 
into the library and the way in which we’ve provided the source facilities 
for students'to use, has attracted a constant stream of visitors from 
abroad as well as from colleges in our own country. How I don’t think 
we could do it today. We*ve done it without affording it because by a 
fortunate circumstance of having the academic staff and technicians who 
were interested we built, without paying the economic price, most of what 
we use. The cost would now be outside our budget.
Mr Appleton went on to talk about maintenance of standards and college 
survival in an age of cut-back.
ADDENDUM E
Extracts from an interview with Mr George Banks, Senior Field Officer, 
London Union of Youth Clubs, 1981*
Mr. Banks was a student at the National Youth College, Leicester which 
was established after the publication of the Albemarle Report which 
advocated the emergency training of Youth Leaders.
The opening remarks covered a brief description of the syllabus and some' 
of the circumstances in which the course was set.
Comparing the formal activity given by the course tutors and the 
informal activity — meeting other students etc could you put any value 
on either? Which at the time was more productive?
T Let me go back a bit because now that I’m talking I’m remembering things 
The ways of working in those days were strange to me because I’d never
experienced teaching in tutorials and seminars. I’d gone to a boys’
. ^
secondary school and left at fifteen and had always been of the opinion 
that learning was chalk and talk. Suddenly, we sit round in a circle 
and discuss things. I found that it threw me for three or four months 
’.til I got used to it.
The training I received at Leicester had the effect of making me very 
insecure. I was a very bumptious young man doing Youth Work before I 
did training. Suddenly you undertake training, and the sort of training 
done at Leicester was - and indeed done at a lot of colleges now — 
such that it makes you question your whole belief about what you're about 
and what your motives are. I felt very insecure and did so right up to 
seven or eight years ago when I came to London: simply because your 
beliefs are questioned. If you don’t undergo training, your beliefs 
aren’t questioned and you can go your own sweet way. If you are 
perceptive enough you can get by and grow and become a good leader.
But if you are not perceptive that sort of process is very dangerous.
But I suppose that was part of the Leicester staff’s job.’
Did you resent this feeling of insecurity?
’I wasn’t sure that I understood what was happening on the course. It
was only when I got into my first job. How admittedly I’d pooh-poohed
this idea that as a full-timer it‘s far different than when you did it
the tearing down of harriers and principles that happened at Leicester 
before you start building again. It is difficult to pinpoint which 
process actually happened. I can only say that I did Youth Work - and 
it was essentially Boys’ Club work — in an amount of elan that was based 
upon practical experience. I did my Youth Work by actually doing it with 
kids as opposed to being a counsellor or any of that sort of roles.
Suddenly you get involved in a Youth Club situation after training where 
now you are a professional. You are not a part-timer any more and you 
become aware of all the other responsibilities - about the building,the 
capital plant the rest of it, the staff, something you haven’t been 
involved in before.’
In your first job as the man in charge, was any provision made for 
professional support?
’Ho, there was very little back-up, I went to Hottingham first of all to 
a Boys’ club and there was only one professional worker. There was no 
Youth Club or Organisation in Hottingham, or the Shire for that matter, 
which had more than one professional worker. They had management 
committees and some staff, but were very poorly led in terms of staff.’
Mr Banks spoke about the split nature of the site he worked on and about 
the problems of having just one part-time helper a night.
’When you first come into Youth Work there are problems of management. 
You are being drafted in from outside and this is one of the problems 
of the professional service. If you are being drafted in from outside 
to work for a community, it takes a while for you to get that community 
involved. You’re talking about three or four years.’
Thinking about your training in relation to your first post - were there 
things you did at Leicester which were supportive and were there 
situations in the club which caused you to say — why didn’t they tell 
us about this?
’Leicester was only a one year course. A lot had to be left out - it 
was emergency training. We didn’t do any book-keeping, we touched upon 
club accounts, but if you’ve got a district auditor comming in and you 
can’t do book-keeping you’re in trouble.
Administration and adult people’s skills were left out. It took me a
never had that experience before. If you think that I was twentythree, 
that I hadn’t had any management position in my job before - I’d worked 
on my own in a laboratory before I went into Youth Work and didn’t need 
these skills - suddenly to be thrown into it. Knowing the politics of 
local government as far as the Youth Service is concerned and dealing 
with the Youth Officer and all his particular problems; then an adult 
management committee who were at odds with everyone else can be 
destroying to anybody who is not prepared to get down and fight it out.’
How did you cope? How did you acquire the skills?
I don’t know how I coped. There’s a guy who is now the deputy chairman 
of the Hational Freight Corporation who is also chairman of the Port 
of London Authority — that’s Vic Page — he was in Hottingham at the time 
and worked for Boots the Chemists. He was chairman of my management 
committee. You model yourself on someone and this was the guy I chose.
He was on the interviewing committee when I came as a greenhorn from 
Leicester that day, and he said to me "What do you think your faults 
are, where do you think your weaknesses lie?" For the life of me I 
couldn’t say anything. But I was a bumptious kid in those days and felt 
I could have a bash at anything even though I got a sore head at the 
end of it. I felt I was learning something.
You acquire the skills by experience and one of the problems with that 
model is that some people can have twenty years experience or one years 
experience multiplied by twenty, it is really whether you can grasp 
something, to learn from the experiences you undergo. If I’d stayed 
in that job longer I’d have ceased learning. Only by moving around can 
one begin to get out of one’s entrenched position.*
Apart from book-keeping, it seems what was missing from your course 
at that time was how to deal with adults — with groups who were not 
just groups of kids.
’Yes, basically management skills even things like organising work loads, 
targets, objectives, appraisals, dealing with other staff - how do you 
cope with things like that?.Only by appraisal interviews with your part- 
time staff and your volunteers can you raise standards. Even if you’ve 
got only volunteer staff you give them some sort of training, give them 
some sort of appraisal and targetting to work to. We didn’t get any 
of that.’
’Wrexham was a Youth Club. I’d done my formative years in the Scouts 
and Boys’ Clubs and learnt most of my practical things there. One of the 
reasons for leaving Hottingham was the usual thing:
We had a boys’ club with a girls* night on Friday. Club week comes 
along and all the girls are asked to take part in the money raising.
We all went out for a sponsored walk on a Sunday. The girls were out in 
force. One of the girls came in on monday night and plonked twenty quid 
on my desk and said "Can I stay in tonight, George?" What sort of 
position does that put people in? It’s immoral, it’s quite wrong, and 
I said "Yes you can stay in and you can bring the rest as well." 
Immediately I said this the management committee went up in arms and 
eventually I left.’
Was there anything in your needs at Wrexham that had not come out at 
Hottingham?
’I had been five years at Hottingham and had done a lot of inservice 
training. I’d been to annual summer schools. I’d been brushing up on 
lots of skills — counselling - supervision etc.’
The conversation then covered some aspects of personal study and the 
acquiring of further qualifications. Mr Banks recalled that few of 
the students on the Leicester course had degrees or the opportunity 
to study for them.
’The sort of skills I was lacking at Wrexham was not the skills I’d 
acquired but the ability to use them at a higher level. I was running 
a much bigger centre — The Queens Park Recreation Centre and Youth Club. 
This was mixed and had a much larger membership,*
After some discussion about his experience at Wrexham and the problems 
that can come from mixed Youth Work, Mr Banks was asked to discuss 
the content of training courses. Should training courses be complete 
in themselves or should they be supplemented by inservice courses?
Mr Banks was scornfull of those who only relied upon their major course 
of training.
you don’t take advantage of training and up-dating which is available 
to you.’
What would you put into a syllabus of a course of training for Youth 
and Community Workers?
’I’m a bit of a lone voice in this at the moment. I do believe in a 
basic library of practical skills. I honestly believe that. You cannot 
do the theoretical part unless you have the practical skills. I mean the 
whole range of activities that take place in Youth Clubs and Centres 
so that you can have a game of darts or table tennis or snooker or what 
ever, or take them camping. Hot at a particularly high level — so that 
you can introduce subjects. Youth Service tends to be about tasters so 
that the kids can have a bash. Then you move them on to specialist centres
Youth Work training leaves Youth Workers with an inability to relate to 
young people in the right way. They hang about the coffee bar and 
complain that they can’t get kids invoved. This is due to the paucity 
of skills they themselves have got or not got.
We’ve gone the wrong way in training recently. We’ve been talking about 
all sorts of theoretical concepts, encounter groups, counselling, 
supervision, bits of this that and the other. Really, at the end of the 
day, all kids want to do, to my mind, is to do things and have some fun. 
Let’s socialize afterwards. They don’t get this by talking to the Youth 
Leader about their sex problems or their home problems. OK its part 
of the role. But if they are not getting any fun out of it, they’re 
not going to go. I believe that is exemplified by going into nine out 
of every ten Youth Clubs in London at the moment and seing the paucity 
of what is going on.*
Mr Banks felt that there was little point in the study of Philosophy, 
Psychology or Sociology unless one had the skills first. Theoretical 
emphases changed and all the discussion in the world did not help the 
worker in his relationships with other people.
Prom his Youth Work experience nationally as well as in London, Mr Banks 
was asked if he had any comments that might be of value to PE Teachers 
in their work with underachieving youth.
’I’m one. I left school at fifteen. In terms of advice, lord knows!
I would have hated to be a teacher in a school. At least I have the
don’t like it they vote with their feet. Teachers are in a difficult 
position. I know lots of kids are opting for sixth form colleges and 
PE colleges as opposed to going to a sixth form school because of the 
more adult way they’re treated. I don’t know what the answer is in 
terms of PE Teachers. It might be one of treating, I was going to say 
kids, as adults (because we use ’kids’ as an affectionate term as you 
probably know, whereas, some people think it derogatory) It is treating 
adolescents as adults.
When we started our YOPs programme, I was warned very fiercly that we 
should not put social and lifeskills training course in a PE college. 
I’d gone to Northumberland, to the Northumbria Association of Youth 
Clubs, who ran a big YOPs scheme and they’d had bitter experiences of 
putting kids into PE colleges to do social and lifeskills. The Teachers 
the Lecturers, call them what you will couldn’t cope with informal 
learning. They were actually sitting kids behind a row of desks 
instead of sitting in a circle — which is our usual Youth Service 
practice — and talking as if in the family at home. They couldn’t get 
this over and the kids started voting with their feet.
We were warned very severely that if you did that you’d have problems.
So when we started our own YOPs scheme about six months later, we said 
we would do our own YOP training and bring in Youth Service Personnel 
with Youth Service type of skills to do social and lifeskills. But 
unfortunately, that has been overtaken by events. MSC have now said that 
we give money to the DES for this sort of training, therefore you will 
do social and lifeskills in PE colleges. So we have no choice any more. 
All I can say to your Teachers or Lecturers is this:
You want to have a look at your local Youth Club and see how 
informal education is done there and begin to take some of the 
practice that happens and use it yourselves,’
Would you not say that the whole of the Youth Service was engaged in the 
business of social and lifeskills?
’Yes! I was hoping that this is what you’d get from my talking here 
today. What we’re talking about is widening horizons of the kids. If 
thats not education, I do’nt know what is. Teaching the three Rs and 
and allsorts of academic subjects is all very well, but it isn»t human 
relationships, it isn’t learning to live. I think actually being part
it - learning to socialise, learning to become people who can get on 
with other people in difficult situations (whether you take them on 
expeditions, take them up a mountain or canoe down rivers doesn’t 
matter) people are together learning things, learning to cope. That to 
me — 'learning to cope - is the name of the game today.’
The interview went on to discuss the merits of residential training as 
a means of developing social skills and how staff of major agencies 
like the MSC were not prepared to accept the corporate experience of 
the Youth Service in this and other fields of activity.
ADDENDUM E
Interview with Mrs Janet Watson, officer responsible for the training 
of part-time Youth Workers in the Inner London Education Authority,
March 18th 1982.
The first part of the interview covered part-time training. Mrs Watson 
was asked what the part-time worker found they still needed after 
their training.
’One of the most serious things we have found, is that many of them are 
going back to situations where there are full-time leaders and are not 
being allowed to use what they have learnt, or to be treated in a 
different fashion, I was only talking about this the other day to trainers 
of the London Federation of Boys* Clubs who have this problem. The part- 
timers are being handicapped by the very places they are going back to 
work in, Because the leaders don’t treat them any differently after they 
have been on a training course..*
Is this because the leaders are untrained themselves?
’I think it’s to do with various deficiencies in full-time.leader 
training, which does not enable them to delegate tasks to their part- 
timers. It doesn’t enable them to manage staff or to acknowledges the 
tensions and resentments that can be'built up when their part-timers 
are the ones actively involved with young people - seeing them getting 
on very well, having a good time — and they are rather remote from that. 
Its the whole business of training and managing their volunteers and 
part-time staff.’
Do you put on courses for the full-time leaders which help them to 
handle part-time staff?
’I think the only thing in this respect that we’ve done is a one week 
residential management techniques course. I deveoped this originally 
with another person from the GLC Management course unit, making it 
particularly relevant to Youth Service. What has come out of that very 
strongly over the past two years that we’ve been running it, is that 
the management of part-time staff is a crucial issue for full-timers.
It’s important in a number of stages.
Itfe important when they first leave college and go to a club or 
project. They don’t know how to handle staff because they’re supposedly 
trained to work with young people. The second thing is if they move
staff who are resentful' of them coming in and they don’t know how to 
cope with that situation. The third situation is when they get , 
promotion and they are going into a senior position where they are 
going to have to manage staff.’
Mrs Watson stated further that a number of conferences had emphasised 
this inability of Youth Workers to handle staff because they had not 
received any training in this area. Mrs Watson was asked about the 
situation of a newly qualified Worker who was expecting personal 
supervision and had problems of supervising others.
’I would go so far as to say they are not particularly equipped for 
handling the job when they come from college for a number of reasons.
The majority have great difficulties coping with the practicalities of 
life - the business of managing a building, of records, of staff of 
administration - plus work with the kids. What they are not geared up 
for is the fact that a large proportion of their time will be spent on 
management type activities and not activities with young people. That’s 
not why they came into Youth Work and so there’s a disillusion which sets 
in pretty early on.
The second thing is they do not seem to be equipped for any specialist 
work at all and there aught to be a much closer tie in with the colleges 
on the current issues that Youth Workers are working with like girls’ 
work, detatched work and so forth. They;appear to know very little 
about it and therefore want specialist training afterwards. The other 
thing is, and this has been said to me by others, that they are used to 
writing essays etc but they are not equipped to write reports and 
haven’t a clue when it comes to writing reports that are needed for 
management committees.
There is far too much emphasis given to self awareness training, 
personal development training and we don’t actually see the benefits 
of this in actual practice. I’m not advocating that we do away with 
this altogether, but they don’t actually seem to know how to use the 
knowledge or insights they might have gained in college in practical 
situations, with other adults, with colleagues, with Youth Officers.
Often they are very hierarchy minded, they can be very hostile, very 
unwelcoming to people. I find this very surprising in terms of the 
work they’re supposed to be trained to do,’
You would say that their training tends to concentrate on self- 
awareness rather than on relationships with other people, particularly 
adult s?
but there seems to be too many of them, of people spending the day, say 
they’re on a Teacher training course and doing the Youth Work option 
which is one day a week; they’ll spend the whole day in a group with 
their colleagues with virtually no input. It’s up to them if they do 
anything. They operate a process whereby they comment upon each other. 
This is totally unproductive and totally unrelated to the work situation. 
After all, they’re not going to be with a group of colleagues sitting 
around all day when they get to a Youth Club. They’ll be by themselves 
having to cope with a multitude of problems.
I know of one case - it happened to be a very close friend and colleague— 
who was virtually destroyed. She was a first class Youth Worker who had 
worked as a full-time Youth Worker before doing her Teacher training 
course, who was nearly destroyed by this process and was nearly not 
accepted as being suitable for Youth Work when infact she ran a.first 
class establishment and had more involvement with kids than one would 
expect. And yet this person could not stand up to a day of sitting 
around and doing nothing as she put it, and was almost thrown off the 
course because of it. *
There was a brief discussion about the content of training as it 
affected Youth Workers’ ability to plan programmes and involve young 
people in activity.
’We have had in the part-time training to move away from purely 
personal development to getting people to do things with kids once more. 
It is a constant complaint of Youth Officers that Youth Workers are no 
longer equipped to do anything apart from, as they say, sit around and 
analyse, without being able to write reports, without being able to 
speak in public about their findings and so forth.’
Mrs Watson was asked if an element of Teacher training, the ability to 
communicate on one’s feet, would be of help to Youth Workers.
’I’m quite sure of it, I think undoubtedly there is a difference 
between those who are Teacher trained Youth Workers and those who are 
pure Youth Work trained in terms of their ability to express things 
in public and after all, Youth Workers are going to have to do that 
even if its only to their management committee.
But considering the training which Youth Workers who have done the 
Youth and Community Work course, its very surprising that their 
awareness of people is not turned into action. So that they will know 
how not to be hostile and aggressive and be aware the effect this has 
on other people in the management committee. But they don’t practice it.’
The interview moved into a discussion aoout tne way m  which unere 
appears to he a growing demand from some trainers that curricula should 
always be negotiated. Not just in Youth Work but in Teacher education 
also. Mrs Watson thought there was room for some negotiation and some 
directed input.
Can you see anything in the way Youth Workers operate or are trained 
that could be of value to the PE Teacher?
’I think it’s the other way on really. The problem for the new Youth 
Worker is that they don’t know how to structure time for the things 
they’ve got to do.’
So that part of a Teacher’s education which help them plan schemes of 
work and lessons would be useful to the Youth Worker?
’That’s right. I don’t think many of them — this seems highly 
prejudiced — many of them don’t seem able to plan a programme, or way 
of working or allocating their time between administration and 'face—tor-'- 
face work. They get absolutely bogged down with one side of the work 
and start panicking and complaining and blaming everybody else for what 
they can’t do. It’s purely because they haven’t learnt how to handle 
different tasks at the same time.’
So you would see the Youth Worker having the need for more structure 
in their work.
’Yes, but I blame the way training takes place in colleges. The fact that 
a-lot of it is totally unstructured, it is totally up to the student to 
decide what they want to do and when they want to do it. The real world 
unfortunately is not like that.’
What has been your. experience with regard to the work of the Youth 
Worker supervisor?
’In London we have had on paper and only got down to in detail the last 
two or three years, the scheme of what we call non managerial supervision 
There are a number of voluntary supervisors who are trained, skilled and 
selected very carefully who are available to the full-timers who are in 
their first year of service. It takes a bit of time to set up and get the 
right one, but this is something that is available. If all the new full­
time workers wanted this it would be impossible to provide. But they are 
also encouraged to find someone if they feel like it who could be a 
supervisor. .
and non managerial supervision. Some people have grave doubts that one 
should try and separate the two. The full-timers seem to think this is 
very necessary and valuable. It would be difficult to provide for 
everyone who wanted it. There are however, ideas coming from the 
Inspectorate that co-supervision of colleagues is something we should 
be looking at very carefully. The idea is that small groups of full- 
timers in an area should be getting together, meeting and supervising 
each other and assessing what sort of work is going on. But that again 
has its problems and will take some time to establish.*
Some Youth Workers have done a Teachers training course without a 
Youth Work option attached to it. Is there any difference between their 
appointment to Youth Work and those who have done some?
tj/[any Youth Officers are very disapproving of the fact that qualified 
Teachers who have done no Youth Work training at all, can become Youth 
Workers and can also command the highest rates if they become part-time. 
There have been many requests that they should be treated equally with 
the unqualified part-timer and that they should go through training 
because the approach is different. One of the biggest problems in this 
are is in the Youth Centre which tend to employ in the evening a large 
number of the Teachers that actually have been working in the school.
I think there is a big feeling that this is not right. You are working to 
create a different atmosphere and it is difficult for those Teachers 
to adapt to Youth Service type work. And they*re probably in it for the 
wrong motives.*
Looking at the increasing problems of youth unemployment: are there 
any trends in: Youth. Work that may have to change because of this, or 
whether there are any training needs of Youth Workers not being met?
’More Youth Workers are going to have to be involved with the 16 — 19 
age group and although, strictly speaking, they are supposed to be 
doing that anyway, the truth is in London the vast majority are not. 
They*ve been doing work with the under fourteens. There is no argument 
about that.
Increasingly there are more unemployed - there is going to be less 
money about for the commercial provision. It*s going to be very likely 
that the Youth Service is going to be more attractive to that age group. 
And obviously you are going to have to work with them. But I would say 
that at the moment they*re pretty ill—equipped most of them, to do so 
for they haven*t been doing that sort of work. It does have implications 
for training. The other thing that is important is that the Youth Service
Work oriented rather than Youth and Community. I think that what seems 
to have happened over the rest of the country is the dilution process 
occurs once you introduce the element of community - to the detriment of 
the Youth Work.
If one looks at the figures of those comming out of the colleges and 
going into Youth Work they are very few. So that to redress the balance 
you would have to make the Youth Work side of training more attractive.
Part of an interview with Mr.Eric Bourne, Senior Staff inspector,
Inner London Education Authority and former member of the Youth Service 
Development Council, given March 24th 1983*
Mr.Bourne and the questioner spent some time discussing some of the 
findings of the research. Vincent then said:.
Sometimes the Youth Worker is not given the idea that he needs to plan 
his work - he may plan a programme of a football match here or a 
basketball match there, but he does not necessarily allert himself to 
the way he is going to work today when he gets into the Youth Club; but 
we expect our teachers going into the classroom to have prepared their 
lesson and to be aware of what they were doing.
’Well we might come down on the proposition that what happens in Teacher 
training and what happens in the Education service generally, and I’m 
assuming now-that the Youth Service ranks as part of the Education 
service, is that the emphasis is on a product and that we judge success 
or failure as Teachers, or a success or failure of students in accordance 
with a product and that*s particularly emphasised in terms of 
examinations^ but in the Youth Service we haven’t got that, it may be 
in the building of a canoe or whatever.they happen to be doing. Whereas 
the actual learning isnft in the product but in the process and that the 
process as a whole figures relatively low both in the way we judge young 
people, or in a more structured situation, assess young people. Or in 
the way Youth Workers perceive the growth of young people in the production 
of a product. Bow the whole question of what are the processes, how do 
people reason, how do people learn and can you make judgements on the 
way in which they have progressed in any of the learning processes is 
in the very early stage of research and practice.
We've just come out with an assessment scheme for work in colleges which 
would enable teachers to record and receive assessment and receive- 
external validation for process skills. Bow that’s never been done 
before so its a very imperfect model. But atleast we’re working on it.
And there is a growing suspicion that what really matters is the 
process rather than the product. The product has its uses but the 
actual learning, the personal growth and development takes place through 
the process not the product.
Bow that, I would guess, does not figure very strongly in Garnett’s 
thinking as yet. It's a very complex ar.ea and we’ve just had a first 
shot at it and we hope to get it accredited through an examining board - 
at least on an experimental basis.’
We do look theoretically at the dichotomy Detween the product and 
process models of education. And one would believe that in the past 
people have come down very heavily on the product. But in fact we need 
engineers and we need typists without necessarily looking at the way 
in which one.....
’You can’t ignore the product, but the lack of emphasis on the process 
could have a lot of unforseen results. It seems in part, that people are 
actually tapped in from lines which lead them to a very specific 
product and they then see themselves as capable only of reproducing 
that product - good typing or some carpentry or metal work - they see 
themselves as trapped which is very undesirable at the time. In effect, 
you should be more familiar with what you’re personally capable of in 
a variety of areas which is in terms of job options. People who only 
see themselves as typists are going to have a tough time of it when 
typing as such disappears.*
Isn’t it the fact that people feel that they can come up with a system 
which can help others perceive the process, but one wonders if the very 
fact of putting it on paper ossifies it and it needs to be ongoing, 
timeless?
’It links in with something which is a long way away from this which 
might begin to enter Garnett’s thinking. People assume that if you 
learn certain skills you can transfer them into other areas. If you can 
do that, then trapping wouldn’t be so serious. If you were conscious of 
the fact that you had certain skills which are relevant to other 
occupational areas and we could analyse that - we are analysing it — 
we’re doing a cluster analysis at the moment on some data which we’ve 
got which will indicate, I suspect, that certain skills are necessary 
across the board. The most obvious one is verbal communication, a skill 
which has to be used in every job. Similarly, written communication will 
come very low. Yet the Education system puts enormous emphasis on the 
latter.
We are doing a cluster analysis on a thousand youngsters who are profiled 
in accordance with about eighthundred skills and the computers analyse 
them. This will show that in terms of skills, occupations cluster quite 
differently from the way we normally cluster them which is by 
industrial groupings.
But that presup/pses that the skills which peopl^ have as a typist, they 
themselves can transfer into a nursing situation. Bow the empirical 
evidence that that happens is very thin* There is evidence that in 
order to make that transfer people must be confident in something which 
one calls transfer skills. Transfer skills and process skills are much
seem that the acquisition of process skills — an emphasis on how 
people learn — is the most promising way in which to allow people to 
escape or to transfer their skills and escape from being trapped in a 
narrow occupation or indeed academic tramline.
What it looks like, and its in a pretty early stage, - its an area of 
research which is being effectively done in the University of Wales 
Institute of Science and Technology who are working with the occupational 
psychologists at the MSC in Sheffield — and these are areas we have tapped, 
But no one else is showing any interest in it. So we are a bit on our own. 
That’s the-suspicion and its no more than that.’
It is reminicent of the book by B.P.Skinner, Walden II, where he 
describes an Education system in which youngsters will be equipped with 
basic generic skills and will be responsible for their own interests 
and learning.
’Yes, we used to talk about generic skills and we still do. But I think
you’ve got to be a bit careful because ’generic skills’ assumes — in
a total interpretation of that term — that there are skills which are 
basic to everything you do in life and work. Language is obviously one 
of them. If you refine it down a bit, you find there appears to be 
relatively few skills which have these characteristics. There are skills 
which might be generic to a number of different occupational groupings 
and there are certainly skills which are generic to one occupational 
grouping which is a higher concept than say a trade. That the computer 
will show us. But it doesn’t resolve the problem shall we say of having 
identified that working with small tools was a manipulative skill which 
went across a range of occupations that a person who can do this in one 
context can also do it in another. You might be thrown by external 
factors which made it improbable, that you can actually perceive that the
same skill is needed. The mileage which we see actually lies in the
acquisition of transfer skills to facilitate transferability. This is 
theory at the moment.’
So the situation in which I found myself as a Youth Worker and feeling 
more pushed into a dead end and could only get out when I’d acquired 
additional qualifications would disappear?
’Only if the selectors for the higher status at which you are aiming 
recognise that you already have the skills which they require, say for 
a higher degree course. Some work has been done on that. There are 
really two strands. One called the accreditation of prior learning which
is in a relatively early stage - people like Borman Evans are into that. 
The other one is actually analysing what is needed in terms of experience, 
quality, intellectual capacity and so on for a higher level course.
Bow if you go to a University or a Polytechnic and you discuss with them, 
as we have done, what they actually perceive as being the pre-requisite 
for an undergraduate course, it’s quite obvious it isn’t two ’A ’ levels. 
Very often, the subject of the’A* level doesn’t matter. So it must be 
something within the ’A ’ level study that they’re actually looking for.
If you analyse that down, it almost focuses entirely on things like 
study skills.
Bow you can say to a University or Polytechnic there are other ways of 
acquiring study skills apart from an ’A ’ level course. On the whole, 
they would agree with that. In a way they already accept that now 
because they all have mature entrant regulations. We've argued with them 
that there are alternative ways of acquiring these pre-required 
qualities and a lot of them, in this Authority anyway, have engaged with 
us in what might be called enabling courses — we tend to call them access 
courses — which relate the study skills which are essential for succesful 
degree work, to the discipine which the student is actually going to 
study.The student gets a preliminary year in which some knowledge is 
acquired about the discipine, but all related to the ability to handle 
timed essays, lecture notes, use of libraries, improvement of language etc 
because these are the things necessary for a succesful participation in 
a,higher degree course.
Garnett Cohort response to question 8 ; frequency of use of certain
techniques.
Daily Weekly Once a Once a Never nor
Month Term
Buzz groups 1 12 6 3 18 8
Case Studies 5 12 1 23 7
Curriculum Planning 5 2 16 15 10
Demonstrations 24 14 2 1 4 3
Discussion 24 13 3 2 4 2
Expositions 38 4 1 2 3
Expeditions 1 7 19 13 8
Forms of Assessment 14 15 8 7 1 3
Games 7 6 9 17 9
Handouts 19 19 5 1 1 3
Lecturing 24 10 2 6 6
Lesson Plans 35 11 1 1
Programme Planning 4 13 7 7 7 10
Projects 1 6 10 15 9 7
Questioning 43 2 1 2
Role Play 2 6 10 9 17 4
Simulations „ 6 5 3 4 23 7
Syndicates 5 2 3 22 16
Teamwork 4 11 8 2 13 10
Use of Computers 2 5 2 3 27 9
Use of Experiments 4 5 3 4 24 8
Use of Films 1 6 11 10 12 8
Use of Television 1 4 8 3 23 9
Use of Taperecorders 4 6 9 4 18 7
Use of Overhead projectors 20 12 4 2 5 5
Use of Models 10 12 3 3 10 10
Visiting Speakers 1 7 3 14 18 5
Visits of Observation 1 7 5 9 19 7
Workshops 2 7 5 5 18 11
The four main theoretical study areas for FE Teacher and Youth Worker 
education are Philosophy, Psychology, Sociology and History of Education. 
Comparative details are given "below of the ranking of these studies made 
by respondents to this research. The extracts are taken from Table V 
page 67, Table VI page 70, Table VII page 72 and Table IX page 81.
Codes are as follows:
a FE Teachers study of
b Garnett cohort study of
c Youth Workers study of 
d FE Teachers use of
e Garnett cohort use of
f Youth Workers with a Certificate in education use of
g Youth Workers with a Youthwork Qualification use of
Responses to courses of study:
a b c
Philosophy 41 48 28
Psychology 56 92 23
Sociology 52 76 33
History 28 44 21
Responses to use in occupation:
d e f S
Philosophy 37 36 41 32
Psychology 48 80 60 33
Sociology 25 61 60 37
Hi st ory 21 19 21 18
These results are presented graphically below using the same code
Responses to courses of study:
Philosophy
Psychology
Sociology
History
Kesponses to use m  occupation:
Philosopy
Psychology
Sociology
History
/Prom personal knowledge of recent changes in the curriculum of Garnett 
college, the researcher is able to state that the teaching of Psychology 
has been closely integrated with the study of Teaching Methods since 
1980. This will account in part for the responses of the Garnett cohort. 
It is also illustrative of the point previously made that the teaching 
of theoretical concepts on courses of vocational preparation need more 
research.
Considerations for a thematic approach to courses of vocational training.
There is no denying that areas of study such as Philosophy, Psychology, 
Sociology and History exist as discrete subjects. It is also true that 
in the course of their development, practitioners have considered 
themes of importance to mankind from the viewpoint of their specialist 
interest. Consequently there are bodies of knowledge entitled Philosophy 
of - Psychology of - Sociology of - History of - Education.For the 
student of Philosophy therefore the Philosophy of Education forms a part 
of the body of knowledge known as Philosophy. For the student of Education, 
the Philosophy of Education is but one of atleast four ways of 
examining the theoretical underpinning of the art of teaching.
There is nothing more frustrating for the educational student than to 
be presented with four views of say ’interaction in the classroom’ at 
four different times in the course of his studies. This is especially 
true if the period of time between them is quite considerable. Of greater 
value to the educationalist is the approach which starts with ’interaction 
in the classroom’ and discovers what all four disciplines have to say 
about it so that the whole picture emerges at one time.
A contrary view would suggest that four perspectives presented at 
different times would provide reinforcement for the learner and therefore 
enable a better understanding to be achieved. Oral evidence suggests that 
a_sense of deja vue occurs when a topic occurs more than once.
Consideration of and responses to the need for a thematic approach to 
course provision have appeared in published material. The course at 
Avery Hill College, London, for the inservice training of Youth Workers 
adopts the thematic approach to a great deal of its studies. The extract 
from the course outline in the Appendix illustrates this, (page 226)
The two extracts from published material at Garnett College, London,
(pages 221 and 222 ) demonstrate changes in emphasis which have taken place 
over a number of years. The course for pre-service students now translates 
the theoretical considerations outlined in phases I and III in the 1981 
document, into study areas entitled Perspectives and Contexts. The four 
disciplines mentioned earlier appear in their individual discreteness in the 
third term.
London uses a thematic approach to Teacher education in the first and 
fourth years, hut reverts to discrete disciplines for the second and third 
years.
It is too early in the development of some of these courses to evaluate 
the effect of this approach. Systematic research will have to be 
undertaken to enable comparisons to be made with ’traditional’ methods 
of Teacher education.
It is not only in the matter of theoretical studies that the thematic 
approach needs to be considered. If one equates the ’thematic’ in 
theory with ’process’ in practice, then the view presented by Bourne(in 
Addendum G) could apply to courses of vocational training.
It has been demonstrated in this research that there are various skills 
(group-work, counselling, pastoral care, programme planning etc) which 
are common to Teaching and Youth Work (one could also add common to 
Social Work, Educational Welfare, Medical Anciliaries).
Courses of training which had a core of specialist processes common to 
a number of Professions, with—facilities to pursue their individual 
specialisms would be of benefit to all who studied together. The 
tendency to emphasise the uniqueness of the various professions has 
obscured the areas of common concern and practice. The McNair report, 
in the case of PE Teaching and Youth Work, has contributed to this 
separateness.
The Albemarle report (1958) refei^ed to the need for Youth Work'training 
to make it possible for people to transfer to other professions. To this 
end, the report suggested (paragraphs 247 “ 258) that Youth Workers 
should be trained with Teachers or Social Workers or other professions 
whose professional qualifications were recognised as suitable. This is 
still a long way from being fully implemented.
The view long held that a qualification for Teaching enabled people to 
transfer to other professions is not borne out by this research in the 
case of Youth Work, The evidence displayed in this research upholds the 
view that a course of Teacher training as at present organised, is not 
the best preparation for Youth Work.
The joint training of compatible professions not only makes sense in 
educational terms, but in economic ones as well.
APPENDICES
Figure 1 Comparisons between Certificate in Education and Youth Work 
Qualificationc.
Figure 2 Comparisons between FE Teachers and Youth Workers response to 
utilisation of study techniques
Figure 3 Responses of Garnett Cohort
Figure 4 EE Teachers nad Youth Workers frequency of use of techniques
Figure 5 Respondents grading of teaching techniques
Table 1 Crosstabulation of responses from FE Teachers with a Certificate 
in Education
Table 2 Crosstabulation of responses from Youth Workers with a 
Qualification in Youth Work
Table 3 Crosstabulation of responses from Youth Workers with a 
Certificate in Education
A description of the course of training at Garnett College of Education
(Technical) 19^2
Syllabus of course of training at Garnett College of Education (Technical)
1962
Extracts from Garnett College of Education (Technical) course document
Certificate in Education (FE), CIAA 1981
Extracts from Avery Hill College, London, course document on In-service
Youth and Community Certificate Course, undated
Figure 5 An amalgamation of ranking figures from the text for purposes 
of ease of comparison
FIGURE 1
-------- 1A Histograms of totals displayed in Table I page 55
1B Deviation from randomness graphs as described in pp 56-57 
1C Approximation to ’perfect* profiles extracted from 1B
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2A Histograms of totals displayed in Table III page 63 
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FIGURE 4 Frequency Of Use Of Techniques
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FE Teachers with a Certificate in Education qualification. Crosstabulation between the 
study Of a course element and its use in work. Use is listed across the rop of each table 
and study down the left hand side. The chi snuared significance is located at the right-hand 
corner of each table. Respondents are those who gave a positive response to both nuestion 6 and 7
vr fr rs nr na
vr 3 2 1 0 0
fr 0 0 1 0 0
rs 0 1 2 2 0
nr 1 0 3 2 1
na 0 0 0 1 0
0.48
?. Psychology of Education
vr fr rs nr
vr 4 2 1 0
fr 0 3 2 0
rs 1 0 5 2
nr 0 0 2 1
0.04
>.Sociology of Education
vr fr rs nr
vr 4 1 1 0
fr 0 0 3 0
rs .. 0 0 7 1
nr 0 0 - 2 3
_ 0.004
[. Hi story of Education
vr fr rs nr na
vr 2 1 0 0 0
fr - 0 0 1 0 .0
rs - 0 i 7_ 0 0
nr 0 0 1 8 0
na 0 0 0 0 1
0.0000
>.Teaching Methods
vr fr rs -
vr 10 2 1
fr 1 2 1
rs 2 1 3
0.12
j.Special Subject Studies
vr fr rs na
vr 6 4 0 0
fr 3 3 0 0
rs 0 0 2 0
na 0 0 0 1
0.0000
f.Educational Technology
vr fr rs nr
vr 1 0 • 0 0
fr 2 0 2 1
rs 1 1 7 0
nr 0 1 0 0
na 2 1 0 0
0 .14
vr fr rs 
vr 9 0 0 
fr 0 2 0 
rs 0 1 0 
nr 0 1 0 
na 2 0 1
0
9.Pastoral Care i
.009
of Young
Peoole
vr fr rs na
vr 1 0 0 0
fr 0 1 0 0
rs 0 0 0 1
nr 0 0 1 0
na 2 0 1 3
0 .13
10. Administration'
vr fr rs nr na
vr 1 0 0 0 0
fr 0 1 1 1 0
na 1 1 1 0 3
0. 33
11 . Teaching Practice
vr f r rs na
vr 14 1 0 0
fr 0 1 1 0
rs 1 0 1 0
nr 1 0 0 0
na 0 0 0 1
0.0004
12. Group Work
vr fr rs nr na
vr 2 0 0 0 0
rs 0 1 1 0 0
nr 0 0 0 1 0
na 2 0 0 0 3
c>.027
13. Counselling
vr fr rs na
. fr 0 1 0 0
nr 0 0 1 0
na 2 0 0 5
14.Programme Planning
0.006
vr fr rs na
vr 4 0 0 0
fr 2 1 1 0
rs 0 0 1 0
na 1 0 0 3
Youth Workers having a Youth Work qualification. Crosstabulation between the study of 
a course element and its use in work. Use is listed across the top of each table and the study 
down the left hand side. The chi sauared significance is located at the right-hand corner of 
each table. Respondents are those who gave a positive response to both question 6 and 7
1.Philosophy of Education 15.Human Growth & Development
vr fr rs nr na 8.Educational Technology vr fr rs
vr 2 0 0 0 0 vr fr rs nr na vr 10 0 0
fr 1 1 2 1 0 rs 0 1 3 1 0 fr 1 4 3
rs 1 1 2 1 0 nr 0 0 1 0 1 rs 0 1 0
na 0 0 1
o 
o
 
•
3
12
na 1 1 1 0
0.6
2 na 1 0 0
0.006
2.Psychology of Education
vr fr rs nr na
vr 0 0 0 0 0
fr 2 0 2 1 0
rs 2 1 2 1 0
na 0 1 1 0 1
0.55
3.Sociology of Education 
vr fr rs nr na
vr 1 1 1 0  0
fr 2 1 3 0 0
.. rs 0 0 2 0 0
nr 1 0 0 0 0
na 0 1 1 0 2
0.34
4«Hiatory of Education 
vr fr rs nr na
vr - 0 0 0 0 0
fr 0 1 2 0 0
rs 0 1 5 2 1
nr 0 0 0 0 1
na 0 0 0 1 2
0.28
5.Social History
vr fr rs nr na
vr 3 1 0 0 0
fr 0 1 4 2 1
rs 0 2 2 1 0
0.06
6.Teaching Methods
vr fr rs nr na
vr 2 1 1 0  0
fr 0 0 1 0 0
rs 0 1 2 0 1
hr 1 0 0 1 1
na 0 1 0 0 1
0.56
7.Special Subject Study 
vr fr rs nr na
vr 1 0 1 1 0
fr 2 1 0 1 0
rs 0 0 3 0 1
na 0 0 0 0 2
0.12
9♦Language S tudy(E n g l i  s h ) 
vr f r  rs n r  na 
v r  2  0  0  0  0
f r  0  1 1 0  0
rs 1 0 3 1 0
nr 1 1  0 0 0
na 0 2 0 0 3
0.09
10.Sensitivity Training
vr fr rs na
vr 8 2 0 0
f r 1 2 0 0
rs 0 0 1 1
nr 1 0 0 0
na 1 0 0 0
0 .05
1.Pastoral Care of Young
People
vr fr rs
vr 5 1 1
f r 4 2 1
rs 1 1  1
na 1 0  0
0.9
12.Administration 
vr fr
vr 5 0
fr 5 5
rs 4 2
0.15
13.Teaching Practice
vr fr rs nr na
vr 1 2 0 0 0
fr 1 0 0 0 0
rs 0 0 0 0 1
nr 0 0 1 1 0
na 0 1 0 1 3
0.19
14. Field Work
vr fr 
vr 12 5
fr 2 3
na 1 0
0.34
16.Principles and Practice of 
Youth Work
vr fr rs 
vr 16 3 1
fr 1 0 2
0.01
17. Group Work
vr fr 
vr 12 2
fr 5 3
rs 0 1
0.11
18. Counselling
vr fr 
vr 9 2
fr 3 1
rs 2 3
nr 1 1
0.36
19.Programme Planning
vr fr rs
vr 8 0 0
fr 5 4 0
rs 1 1
0
1
.03
Youth Workers having a Certificate in Education qualification. Crosstabulation
between the study of a course element and its use in work. Use is listed across the top
of each table and the study down the left hand side. The chi sauared significance is
located at the right-hand corner of each table. Respondents are those who gave a positive 
response to both question 6 and 7
8.Education Technology
vr fr rs nr na
vr 0 2 1 0 0
fr 2 2 3 1 0
rs 0 0 6 1 0
nr 0 0 2 0 0
0.26
!. Psychology of Education
vr fr rs
vr 1 3 0
fr 2 - 9 1
rs _ 0 0 2
nr 0 0 1
na 0 0 1
0.05
15.Principles and Practice of
vr fr rs
vr 2 5 0
fr 3 3 0
rs 0 - 0 6
nr.. 0 , 0 1
0.002
kHistory of Education
vr fr rs nr .na
vr 0 0 1 0 1
fr 0 1 1 0 0
rs 0 0 5 3 1
nr 0 0 2 0 2
na 0 0 1 0 0
- 01.26
i.Social History
vr fr rs nr na
vr 1 0 1 0 0
fr 1 2 0 0 0
rs 1 0 4 0 0
na 0 0 2 0 2
0.06
>.Teaching Methods
vr fr rs nr na
vr 5 0 1 0 1
fr 1 0 0 2 0
rs 0 2 3 0 0
O.i02
'.Special Subject Study
vr fr rs nr na
vr b 1 2 0 1
fr 1 0 1 0 2
rs 0 0 1 0 0
vr fr rs nr na Youth Work
vr 0 0 0 0 0 vr fr rs
fr 1 1 2 0 0 vr 6 0 0
rs 0 2 3 1 0 fr 0 0 0
nr 0 0 0 0 0 rs 0 0 1
na 0 0 0 1 3 na 4 1 1
0.08 0.09
).Language S tudy(Engli sh)
vr fr rs nr na 16. Group Work
vr 4 0 0 0 1 vr fr rs
fr 3 2 0 0 0 vr 6 0 0
rs 0 0 1 1 0 rs 0 0 1
nr 1 0 1 0 0 na 3 1 1
na 0 0 0 0 1 0.09
0.06 Counselling
10.Sensitivity Training vr fr rs
vr fr rs nr na vr 7 0 0
vr 4 1 0 0 0 fr 1 0 0
fr 1 0 0 0 0 rs 0 0 1
rs 0 0 0 0 0 na 3 1 1
nr 0 0 0 1 0 0. 14
na 4 0 0 1 1 18.Programme Planning
0.41
11.Pastoral Care of Young 
people 
vr fr
vr fr
vr 5 1
fr 1 3
na 1 2
vr 7 0
fr 0 1
rs 1 0
nr 0 0
na 4 0
0.14
19.Administration
0.005
12.Teaching Practice 
vr fr rs nr
vr fr rs
vr 2 0 0
fr 1 3 0
rs 0 1 0
na 1 2 1
0 .38
vr 4 4 3 1 2
fr 0 1 1 0 0
rs 0 0 1 1 0
0.57
13. Field Work
vr fr. rs nr na 
vr 10 1 0 0  0
na 3 1 0 0 1
0.23
14.Human Growth & Development
0.37
vr fr rs
vr 4 2 0
fr 2 3 0
rs 0 1 1
0.11
(Technical) 1962
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Certificate in Education (FE), C M A  1981.
Chanter 4
The Course
4.1 The scheme will comprise a one year full-time course divided 
as set cut in paragraph 1.3 into 5 Phases. Aims and learning 
objectives have been identified for the course as a whole and 
are set out below.
4.1.1 Course Aims 
To develop:
1. the ability to teach
2. an understanding of educational theory and its 
application to the further education context
3. attitudes and values appropriate to the roleB of 
the teacher in further education.
4.1.2 Learning Objectives
At the end of the course students should be able to:
1. devise schemes of work and learning experiences
2. deploy a variety of teaching strategies appropriate
to particular learning situations ~
3. develop relationships conducive to learning
4* evaluate student learning and modify strategies 
in the light of this evaluation
5- understand and relate educational theories and 
lines of enquiry
6. use such understanding in the evaluation of 
■ educational practices and developments
7. discharge the varied professional responsibilities 
of a teacher in further education
8. pursue further study in the fields of pedagogy, 
and/or particular branches of educational theory.
4.2 Aims have also been identified for the five Phases of the 
course. These are:
4.2.1 PEA S3 I (in College) - 5 weeks
1. tc develop teaching abilities through giving
practice in pesr-grcup teaching and in evaluating 
that teaching.
2. to develop appreciation of the uses of a variety 
of teaching tactics, learning resources and 
lesson strategies
J. to re-appraise subject matter and to explore
traditional and changing learning objectives and 
teaching strategies in specialist areas
4. to start consideration of concepts and theories 
that promote understanding of students' behaviour, 
their language, and their learning processes
5. to afford an orientation towards the range and 
purpose of current course provision in further 
education, and towards types of college and 
departmental organisation
4-2.2 PHASE II (Supervised Teaching Experience) - 4 weeks
1. to provide a range of observations of teaching 
situations, varied in respect of age and ability 
of further education students, course settings, 
modes of attendance and teaching styles
2. to give opportunities for the practice of particular- 
teaching skills, usually as part of a lesson, in - 
co-operation with the usual class teacher
3- to afford some experience of assuming responsibility 
for entire learning situations, including self- 
evaluation of teaching -
4- to promote awareness of further education students 
in respect of their backgrounds, expectations, ~ 
motivations, behaviours, language and learning 
problems
5- to afford familiariation with the functions, 
organisation, staff, resources and administrative 
procedures of the Department to which the student- 
teacher is attached.
13
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4.2.3 PHASE III (in College) - A weeks
1. to review the experience gained during Phase II, 
and to relate educational theory to that experience
2. to refine teaching performances and to encourage 
experimentation with a range of teaching strategies
3* appraise and/or devise schemes of work for courses
in specialist areas
4. to select, devise and make learning resources for 
use during Phase IV
5- to start consideration of processes of curriculum 
development and implementation
6. to promote thought about values in education,
about social and economic influences on educational 
provision, and about professional conduct.
4.2.4 PHASE IV (Supervised Teaching Experience) - 7 weeks
1. to develop teaching strategies and performance 
skills and the ability to integrate one with the 
other
2. to develop judgement of the interaction of learning 
objectives, experience and outcomes, and willingness 
to modify performance in response to evaluation of 
student learning
3. to develop awareness of processes of curriculum 
development and implementation
4- to afford continuing contact with at least one 
particular group of students and opportunity to 
consider the responses of that group over the 
teaching practice period
5. to encourage conduct appropriate to the varied
professional responsibilities and relationships of 
a teacher in further education such as the meeting 
of deadlines', co-operation with colleagues, and 
contribution to college organisation and the 
development of its work.
C 14
4.2.5 PHASE V (in College) - 11 weeks
1. to evaluate the experience gained during Phases II 
and IV to promote further exploration of concepts 
and theories to aid that evaluation
2. to provide a study of curriculum that informs
consideration of curriculum development in specialist 
areas
3. to develop understanding of the contexts in which
further and higher education operates, and of the 
factors that influence change and conservation, 
both nationally and internationally
4. to consider ways in which the teacher and the
college can provide for the study needs and 
personal development of the student
5. to provide experience of team-working,
experimentation and use of appropriate media 
through participation in group projects and 
presentations.
4.2.6 Any tendency for the student to see the course as divided 
into separate Phases will be compensated by the writing of 
a course Commentary (see paragraphs 7.3*3 and 7*3*4) by 
the identification of the links "between Sectors and Phases 
shown in Chapter 6, and by review with personal tutors.
4-3 Course Assessment
4.3*'' General
This will allow for separate assessments of practical -- 
performance and of background supporting knowledge. The 
latter will be assessed both by course work and "by written 
examination. It is our intention that the procedure for 
assessing course work shall allow students to submit a 
personal choice of best work for assessment; such work 
shall be able to be supported with additional evidence. 
Accordingly, the course will be constructed so that students 
must meet agreed criteria for having satisfactorily completed
15
EXTRACTS from Avery Hill College, London, course document on In-service 
■ Youth and Community Certificate Course, undated.
- 2-
2. COURSE STRUCTURE
2.1. This course has been developed by the course team 
in consultation with the relevant D.E.S. Inspectors and 
the Avery Hill Youth and Community Advisory Committee 
which includes students, past students, and agency 
representation.
The course is organized to relate theory and practice, 
j.i.11 students are practising Youth and Community workers 
who have been in a full time post for at least one year 
before undertaking this training. The course is designed 
to develop an intellectual understanding of Youth and 
Community studies alongside a programme which develops 
individual student's professional skills. The course 
takes three full academic years to complete.
The time available is as follows
One extended day each week for 36 weeks each year
(at Avery Hill) (3 sessions fron 10am to 8pm).
One half day each week for 36 weeks each year in tutor 
groups with a professional tutor.
3 weeks residence each year. (Normally 3 weekends and 
2 full weeks).
2.2* AIMS.
2.2a.academic -uins.
i. to enable nature experienced adult students to 
attain a certificate standard in the theoretical aspects of 
Youth and Community Studies.
ii. to develop skills in evaluating written material, 
iii. to develop an understanding of the contribution of
the Social Sciences to Youth and Community Studies.
iv. to develop an ability to translate relevant concepts 
into practice.
v. to introduce students to methods of research and 
evaluation appropriate to Youth and Community Studies.
2.2b. Professional Work Aims.
1. to develop competence in the skills necessary for* 
a professional Youth and Community Worker.
ii. to encourage students to make personal growth in 
the area of academic, personal and professional skills;
iii. to analyse the workers place in a network and to 
develop this network to enhance the students professional 
competence;
-3-
iv) to develop skills in group work and to develop the students 
awareness of their*presentation of self* and their influence
in groups:
v) to develop organizational and managerial 3kills.
vi) to foster an evaluative attitude towards the principles 
and practice of Youth and Community Work;
vii) to enable students to develop competence in a number 
of Youth and Community work situations.
The course is designed developnentally, and we identify 
three related areas for development. These are:
Personal, professional and academic.
Year 1
In the first year the emphasis is upon exploring with the 
student his personal and professional environment, and in 
laying down the foundations for his academic studies throughout 
the course.
Students are engaged in:-
Studying groups and the interaction of self and the group; 
Analysing their own professional effectiveness;
Examining their academic skills and developing them;
Structuring a work programme that will help to improve 
personal, professional and academic skills aiming to integrate 
the college programme with their own working pattern.
Developing a network study to identify agencies within their 
own working area.
Year 2.
The second year work builds on the foundations of the 
first year.
Development of students personal and professional skills 
is continued in workshops selected by students to meet their 
own particular needs - needs which have been initially 
identified in Year 1 but which are rigorously reviewed 
throughout the course by staff and students. The network 
study which was tentatively explored as part of the professional 
elelemtn in Year 2 is extended.
An examination of human growth and development is 
undertaken emphasising the physiology, psychology and sociology 
of adolescence. A study of deviance with particular 
reference to adolescence is linked with this.
Personality and Counselling are studied in depth.
-4-
A two week block early in the Sumner term is used to 
undertake a placenent within an urban environment away from 
London.
This 'placement1 is undertaken in an agency that is 
selected by the student to enable him to gain first hand 
experience of the work of an agency that is different from his 
own in a new urban environment.
Year 5.
The emphasis of the final year is on the working situation 
of the student. Each student has a professional tutor whose 
job is to evaluate the workers professional competence and 
toSgther with a field link tutor and the Youth Officer to 
determine areas of skill and competence that need to be 
strengthened or improved. The enclosed form indicates the 
areas in which the workers professional competence is being 
examined t'i;- wofck shops in college include detailed analyses 
of the workers situation and his day to day working. The 
formation and execution of a staff training programme suitable 
to the students situation. The construction of a major 
statement of the students aspirations and working plans after 
the three years of training.
Luring the third year students continue the development 
of personal skills, but the emphasis is now upon using and 
developing these skills ia. training their own full time and 
part tine staff.
The third year starts with a placement in a self selected 
agency that works in an area that it is clearly different 
from the agency provision serviced by the students employing 
agency. This agency is selected by the student from his own 
network.
Students engage in an intensive analysis of their own 
staff training needs to develop a training programme, which 
is then implemented in their working situation and monitored 
in college workshops.
Seminars are conducted by students with workers from 
adult education, social work, police and medical practice. 
Community work practice and minority cultures are studied.
68
Figure 6 | ■ s
Ranking of grading of course elements comparing replies of/respondents 
who had studied for a Certificate in Education with replies of 
respondents who were FE Teachers
Relevance to Study
Teaching Practice
Special Subject Studies 
Teaching Method
Psychology of Education 
Sociology of Education
Language Use (English) 
Philosophy of Education
Programme Planning 
Field Work
Human Crowth and Development 
Educational Technology
Hi story of Education 
Social history
Pact oral Care of Young People
Group Work
Counselling
Adm i nirtrat i on
Principles of Youth Work
Sensitivity Training
Relevance to Work
.. ‘ ; 100
90
70
50
30
10
Teaching Method
Teaching Practice
60
Language Use (English) 
Special Subject Studies
Programme Planning 
Educational Technology
Psychology of Education
40Administ rat i on
Philosophy of Education
Counselling
Group Work
Pastoral Care of Young People
Sociology of Education 
Human Growth and Development 
Social History
20
History of Education 
Sensitivity Training 
Field Work
Principles of Youth Work
Figure 7 1 1
Ranking of grading of course elements comparing replies of r 
who had studied for a Qualification in Youth Work with repli 
respondents who were Youth Workers.
Relevance to study'
Principles of Youth Work
Field Work
Group Work
Human Growth and Development
Programme Planning 
Counselling
Admini st rat i on
Sensitivity Training 
Pastoral Care of Young People 
Social History
Sociology of Education 
Special Subject Studies
Philosophy of Education
Psycholog'/ of Education 
History of Education 
Teaching Methods 
Language Use (English)
Teaching Practice
Educational Technology
Relevance to w
100
90
70
50
30
10
Group Work
Counselling 
Field Work 
Principles of Youth 
Programme Planning 
80 Pastoral Care of You 
Administration
Human Growth and Dev 
Sensitivity Training
60
Sociology of Educati 
Psychology of Educat 
Language Use (Englii
40Social History 
Philosophy of Educat 
Teaching Methods 
Special Subject Stuc
Teaching Practice
Educational Technolc 
20History of Educati01
0
75
Figure 10
Comparison of ranking of graded elements'of a course of study toy 
' • ■ 1 ■ 
respondents who had studied for a Certificate in Education and who
had a'post as a Youth Worker. . i / 1
Relevance to study
Teaching Practice
Special Subject Studies 
Teaching Method
Psychology of Education 
Sociology of Education
Language Use (English) 
Philosophy of Education
Programme Planning 
Field Work
Human Growth and Development
Educational Technology 
History of Education
Social History
Pastoral.Care of Young People 
Group Work !
Counselling 
Admini st rat i on 
Principles of Youth Work 
Sensitivity Training
100
90
to
50
30
10
80
Relevance to work
Pastoral Care of Young People
Counselling
Group Work
Programme Planning
Field Work
Principles of Youth Work
Administration
Human Growth and Development
Sensitivity Training
Sociology of Education 
Psychology of Education 
60 Language Use (English)
Teaching Method
Special Subject Studies
Social History 
Teaching Practice 
Philosophy of Education
40
Educational Technology
20 History of Education
Figure 11
Response to the usefulness, of, a c'ourse of study by PE'Teachers 
Youth Workers who had a Certificate ,in Education
FE Teachers
Teaching Method
Teaching Practice
Language Use (English) 
Special Subject Studies
Programme Planning 
Educational Technology
Psychology of Education
Administration 
Philosophy of Education 
Counselling 
Group Work
Pastoral Care of Young People 
Sociology of Education 
Social History
Human Growth and Development
History of Education 
Sensitivity Training
Field Work
100
90
70
50
30
10
Youth Workers
Pastoral Care of Yo 
Counselling 
Group Work 
Programme Planning 
Field Work 
Principles of Youth
Admini st rat i on 
Human Growth and De
Sensitivity Trainir
Sociology of Educai 
Psychology of Educ, 
60 Language Use (Engle
Teaching Method 
Special Subject St
40!
Social History 
Teaching Practice 
Philosophy of Educ
Educational Techn<
20 History of Educat:
0
Principles of Youth Work
0
